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In recent decades, systematic comparisons between best and average performers have shown that the 
people who perform best in their job are those who manifest behavioral competencies, which are the 
ones related to emotional and social behaviors. Through the integration of theories from different 
fields, this thesis contributes to the current debate on behavioral competencies by providing a better 
understanding of their antecedents, outcomes, and measurement. 
The persistent demand in the job market for professionals with higher behavioral competencies 
underlines the need for further research to understand, besides formal training, what else may enhance 
behavioral competencies. Drawing on experiential learning theory, the first study, based on a sample 
of graduates, reveals that a range of real life extracurricular activities seem to predict different clusters 
of behavioral competencies.  
The second study assesses the impact of behavioral competencies on the way graduates approach 
their career and the effect that this approach has on employability. Results indicate that behavioral 
competencies are critical not only for professionals to succeed in their careers, but also for students 
to better orient themselves in the career path and increase their employability. 
The third study aims at effectively measure behavioral competencies for both developmental and 
evaluation purposes. It develops a measurement instrument intended to update, enlarge and overcome 
the limits of existing scales. Based on literature review and additional empirical investigation, a new 
comprehensive competency framework is proposed and the related scales are developed and 
validated.  
The quality of this research is critically assessed and possible limitations and threats to validity are 
presented. Moreover, implications for research and managerial and educational implications are 
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Behavioral competencies are defined as “related but different sets of behavior organized around 
an underlying construct, which we call the ‘intent” (Boyatzis, 2009: 750). They comprise emotional, 
social and cognitive abilities that have been associated with effectiveness, particularly when 
manifested by people in leadership positions (Abraham 2006; Emmerling and Goleman 2005; Rosete 
and Ciarrochi 2005). They showed to be accurate predictors of personal and professional success 
(Boyatzis, Rochford, and Cavanaugh, 2017; Sigmar, Hynes, and Hill, 2012) and nowadays they are 
considered one of the most valuable characteristics in the workplace (Azevedo, Apfelthaler, and 
Hurst, 2012). However, despite the recognized relevance of behavioral competencies in the 
organizational context, the labor market has frequently emphasized the existence of a behavioral skills 
gap (Azevedo et al., 2012; Gault et al., 2010; McKinsey and Company, 2012), which reveals that 
individuals do not display the behavioral competencies desired by organizations and needed to be 
effective. The aforementioned behavioral skills gap calls for the need to focus the attention on young 
generations entering the labor market.  
This thesis contributes to the analysis of this issue: i) by considering complementary ways – 
specifically extracurricular activities – in which young individuals can develop behavioral 
competencies, so as to be equipped with the competencies they need; ii) by assessing whether 
behavioral competencies affect the way young individuals approach their career decisions and 
ultimately their employability; iii) by examining and proposing a way to effectively assess behavioral 
competencies.  
Practically, this thesis was conducted to find ways to help young individuals better moving 
toward the labor market by developing and exploiting their behavioral competencies. 
Theoretically, this thesis is intended to advance research on behavioral competencies by 
investigating the concept according to three related perspectives: behavioral competencies’ 





The first perspective looks at the determinants of behavioral competencies. The literature has 
highlighted that the development of behavioral competencies is a complex phenomenon and requires 
a change in people’s habitual behavior (Boyatzis, 2008b; Cherniss and Goleman, 2001). Previous 
studies underlined the need for engaging in experiential activities and being involved in a process of 
reflection, feeling, and practice in order to obtain a real behavioral change (Boyatzis, 2009; Hoover 
et al., 2010; Kolb, 1984). Accordingly, researchers started to develop, implement and test the 
effectiveness of formal training activities based on Experiential Learning Theory in higher and 
executive education settings (Boyatzis et al., 2002; Hoover et al., 2010; Landau and Meirovich, 2011). 
However, the number of people that can access this type of training is still limited, as the number of 
avant-garde educational institutions that have integrated traditional education with behavioral 
competencies development programs is limited. This entails that in order to develop behavioral 
competencies, most people still rely on their personal experiences that, in the case of young 
individuals, are not work related, nor even related to the hard skills focused educational system. 
Previous studies suggested that a way in which young individuals can practice and develop behavioral 
competencies is by actively participating in extracurricular activities (Padilla-Angulo, 2017; Rubin, 
Bommer, and Baldwin, 2002). Intuitively, this notion has been widely used in HR hiring practices 
assuming higher behavioral competencies for those individuals that participated in extracurricular 
activities. However, no study has comprehensively and empirically investigated the effect of 
extracurricular activities on different types of behavioral competencies.  
Hence, the first aim of this thesis is to assess the effect of extracurricular activities on different 
clusters of behavioral competencies in a sample of graduates.  
Focusing on determinants of behavioral competencies and on young individuals, the first aim of 
the thesis is intended to contribute to a better understanding of the ways in which behavioral 
competencies can be developed. This can be practically helpful in reducing the behavioral skills gap 






The second perspective adopted concerns the outcomes of behavioral competencies. The 
importance assigned to these competencies in the last decades was driven particularly by their ability 
to explain variability in performance (Boyatzis 2008b). A considerable number of studies focused on 
showing the effect of behavioral competencies on performance across different settings (see for 
example Boyatzis, Lingham, and Passarelli, 2010; Hopkins et al. 2015; Williams 2008). Other authors 
found behavioral competencies associated with life and career satisfaction (Amdurer et al. 2014), 
mental well-being (Sharma, 2011), and career success (Gerli, Bonesso, and Pizzi, 2015; Poon, 2014). 
Most studies draw attention to the performance and career achievements of adult workers, while 
limited consideration has been given to career outcomes for newly graduates who are about to 
approach the labor market. Specifically, this thesis wants to investigate if behavioral competencies 
shape the way graduates approach their career and if this affects their employability.  
To address this gap, we focused on the emerging body of research on protean career orientation 
that defines a non-traditional way of approaching one’s career path, which is consistent with the 
current turbulent job market context (Briscoe and Hall, 2006). Indeed the current employment 
conditions especially for young individuals are characterized by a high level of ambiguity regarding 
one’s career path and expectations. In order to deal with this ambiguity, careers have become 
increasingly directed by the individual rather than by the organization and affected by the person’s 
intrinsic values. This approach was defined by scholars as “protean” (Hall, 1976). Literature on 
protean career orientation relates the construct to two behavioral competencies (self-awareness and 
adaptability) (Hall, 2004). However, the role of these competencies is still under debate, very few 
empirical studies have been undertaken to test their impact (Gubler et al., 2014), and no studies have 
questioned if other behavioral competencies contribute to the adoption of a protean career orientation. 
Moreover, we wanted to investigate if having a protean career orientation supports young individuals 
on entering the labor market, considering its effect on employability according to both its subjective 
and objective domain.  





To assess the effect of different clusters of behavioral competencies on protean career orientation 
To assess the effect of protean career orientation on employability 
The second and third aims of the thesis are in line with the need to better understand how to 
support graduates’ approach to labor market entry and career decisions.  
 
The third perspective concerns behavioral competencies’ measurement. A number of survey-
based assessment tools are already present in the literature, however, the current instruments present 
some limitations: a) they assess one specific competency or a relatively restricted set of competencies, 
which limits the possibility to assess a wide variety of behaviors that can influence effectiveness in 
different settings, and may lead to the assessment of competencies with not-compatible instruments; 
b) some models were developed in the 80s and 90s, which calls for a reconsideration of the skills 
needed to be effective in the current organizational environment; c) some scales refer exclusively to 
working/company settings, which make them not applicable to different target people; d) most scales 
privilege internal consistency rather than  complexity of the constructs, underestimating their possible 
sub-dimensions. In order to overcome these limitations, the fourth aim of this thesis is to develop and 
validate a new competency framework and scale to assess a comprehensive set of behavioral 
competencies. This aim is driven by the need to adopt an updated, comprehensive and validated 
instrument to assess behavioral competencies for both developmental and evaluation purposes.  
 
1.1 Structure of the thesis 
This thesis comprises five chapters. Chapter 2 (study 1) opens an investigation on behavioral 
competency development, tackling the first aim of the thesis. In this chapter, the role of 
extracurricular activities in predicting graduates’ behavioral competencies is examined. The study 
disentangles the effect of different extracurricular activities such as volunteering, cultural activities, 
sport, and experiences abroad on different clusters of behavioral competencies related to the ability 





Chapter 3 (study 2) examines the outcomes of behavioral competencies in terms of career 
orientation. It develops and tests a model that helps explain the relationship between behavioral 
competencies, protean career orientation, and employability. This chapter addresses the second and 
third aims of the thesis.  
Chapter 4 (study 3) focuses on the issue of measurement of behavioral competencies. It shows 
the process and results of a scale development study aimed at developing and validating a new 
comprehensive framework and measurement model of 31 different behavioral competencies. 
Chapter 5 presents the synthesized findings of the three studies, and discusses their implications. 
It presents the main contributions to research and practice, and the general limitations and threats to 
validity. Finally, this chapter concludes the thesis with opportunities for future research. 
 
 
1.2 Research methods  
In all three research studies presented in the thesis a quantitative empirical approach was adopted.  
Epistemologically, the investigator and investigated are considered independent entities. The three 
studies look for relationships between existing constructs, derive hypothesis from theory or logical 
arguments, and tests for confirmation or disconfirmation of that hypothesis. As remarked in the 
description of the aims of this thesis, the focus is on the “effect” of independent variables on 
dependent variables.  
In study 1, we adopt a more exploratory approach and challenge accepted wisdom promulgated in the 
extant literature by empirically analyzing relationships that have been rarely tested in previous 
studies. In study 2, we propose and test new relationships between established constructs. In study 3, 
we describe a scale development process identifying new ways of measuring existing constructs. 
Survey tools were used to collect self-report measures and peer-reviewed measures. Several data 
collection processes were undertaken in order to: 
a. Obtain data on students’ past extracurricular activities (study 1) 





c. Obtain data on variables related to behavioral competencies (Social desirability, Personality 
traits, Life satisfaction, Perceived employability, Career satisfaction, Performance) (study 3) 
d. Obtain data on behavioral competencies as frequency of adoption of certain behaviors (studies 
1, 2 and 3) 
Data on behavioral competencies were collected through peer-evaluation in study 1 and 2, while self-
report measures were used in study 3.  
Data for study 1 and 2 were obtained in collaboration with the Ca’ Foscari Competency Centre, the 
research center on behavioral competencies of Ca’ Foscari University. Data for study 3 were collected 
with the help of both the Ca’ Foscari Competency Centre and the Leadership Assessment and 
Development (LEAD) program at ESADE Business School.  
As described in the following chapters, data were explored and analyzed to verify model assumptions. 
The methods used to tackle the thesis research questions included different types of analysis (e.g. 
Partial Least Square – Path Modeling, Structural Equation Modeling, Exploratory Factor Analysis, 
Confirmatory Factor Analysis, Correlations). 
Table 1.1 summarizes the research methods used in the three studies. 
 Study 1 Study 2 Study 3 
 







Empirical approach Quantitative Quantitative Quantitative 
Sample size n = 324 n = 120 Study 1   n = 90 
Study 2   n = 325 
Study 3   n = 237 
Study 4   n = 370 
Study 5.a n = 237 
Study 5.b n = 87 



















In chapter 2 and 3, a 360-degree assessment was used for peer-reviewed measures. This evaluation 
system has been recognized as “one of the most remarkable innovations in leadership development 
over the past 20 years” (Hezlett, 2008, p.703), even if it is not without criticism. The main critique 
regards the fact that this assessment system, born to enhance leadership development, sometimes was 
not creating measurable change (Siefert, Yukl and McDonald, 2003). A smaller amount of studies 
refer to problems related to raters’ response bias. For example, Helzett (2008) states that raters’ 
interpretation of the rating scales used may be affected by their exposure to the instruments. Another 
problem regards the ability of the rater to assess some of the ratee’s behaviors. In a 360 degree 
assessment with bosses, peers and subordinates involved, Scullen, Mount, and Judge (2003) found 
that subordinates’ ratings tend to be more highly correlated across dimensions than other rates’ 
evaluation.  This may suggest that the subordinates’ performance constructs could be less well-
developed and the assessment less precise due to their smaller experience. In order to prevent ratings 
affected by limited ability to evaluate a behavior, in both studies presented in Chapter 2 and 3 we 
gave to rates the possibility to choose the “I don’t know” option whether they were not able to assess 
a behavior. In order to address the issue of rater accountability described by London, Smither, and 
Adsit (1998), different instruments has been developed, such as notification of rater errors (e.g., 
incomplete responses), or identification of anomalous rating patterns (e.g., extremely high or low 
rating average, responses all of one value) (Bracken, Rose, and Church, 2016). Similar instruments 
were adopted in the studies presented in this thesis.  
One of the main advantages in the use of 360-degree feedback tools, is that each rating perspective 
provides unique insight into the individual receiving feedback. It allows to reveal the interpersonal 
nature of the individual beyond his/her singular perspective (Taylor, 2014). This may lead to low 
agreement across raters. Some authors reported that agreement between raters is usually relatively 
low (London and Beatty, 1993; Waldman and Atwater, 1998) and tend to increase when the purpose 
of the assessment is developmental (Hensel et al., 2010). However, Helzett (2008, p.708) observes 





to the idiosyncrasies of individual raters was fairly high, the amount of variance in ratings due to the 
feedback recipient’s performance was estimated to be 68% when ratings were based on information 
provided by one boss, three peers, and three subordinates”. Generalizability of the factor structures 
across rater perspectives was also supported in Scullen et al. (2003). Hensel et al. (2010) suggest that 
these differences may depend on the number of raters included in the 360 degree assessment. 
According to Taylor (2014), the main issue concerning multi-rater assessment does not have to do 
with inter-rater agreement, but with not taking into account the context. If the purpose of the 
assessment is to gain awareness about one’s behaviors and develop one’s competencies, according to 
the author, it would be better not to limit the multi-rater feedback to specific contexts (i.e., the 
workplace), but to include multiple contexts (i.e., at work, at home, in the community, with friends, 
in volunteer roles, etc.), because the multiple selves of a person make up one’s current competence 
and potential as seen from the combination of all the life contexts in which that person participates 
(Taylor, 2014). In order not to limit ratings from a specific perspective, and due to the target sample 
of the studies, we adopted Taylor’s view in the following chapters.  
Another limit of 360-degree assessment, according to Helzett (2008) is a common lack of 
discriminant validity. According to the author as leadership behaviors are highly related, we may 
expect that the dimensions of feedback instruments will not demonstrate high discriminant validity. 
The same argument can be used for behavioral competencies assessment. To address this issue in 
Chapter 2 and 3 we adopted an internationally validated instrument and we provided the results 
concerning measurement models and factor analysis.  
Moreover, as 360-degree assessments requires also a self-assessment measure, they have been 
criticized with the same arguments used for self-assessments: using being biased, and inflated 
measures (Baumeister, 2005; Taylor, 2014). In Chaper 2 and 3 self-assessments were not used. 
As stated above, the main critique to the 360-degree feedback regards its ability to lead to sustainable 
change of the person’s behaviors. Assessing behavioral change after receiving a 360-degree feedback 





this criticism. First, we cannot assume that simply providing a feedback on one’s behavior is sufficient 
to change one’s behavior. Indeed 360-degree feedback may enhance one fundamental element for 
behavioral change, self-awareness, under some conditions. The first is defined by London et al. 
(1998) as ratee accountability. Increased self-awareness alone cannot generate change, so individuals 
must play an active role in the change process (Helzett, 2008). The second regards the acceptance of 
the feedback, which may be limited by self-protection or self-enhancement mechanisms. Previous 
studies, for example, indicated that less favorable ratings were related to beliefs that feedback was 
less accurate and to negative reactions (Brett and Atwater, 2011), and found that people tend to recall 
strengths more than weaknesses after a period of time (Smither, Brett, and Atwater, 2008). Feedback 
is usually analyzed in a self-other agreement perspective. Taylor and Bright (2011) challenge this 
common practice arguing that self-other rating congruence is seldom achieved and that it can lead to 
defensiveness. Third, the need of help and guidance in interpreting feedback information is strongly 
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2.1 Abstract  
Emotional and social competencies (ESCs) have been shown to be extremely desirable in young 
people for successful entry into the labor market. Non-work personal experiences are often used as 
proxies to assess them in recruitment and selection phases. However, this inference is not based on 
clear scientific evidence. Drawing on experiential learning theory, this study investigates the impact 
of a range of real life extracurricular activities on the ESC portfolio of graduates. The empirical study 
showed that extracurricular experiences have different impacts on five clusters of ESCs. Practical 
implications on how to promote extracurricular experiences to foster ESCs are discussed.  
 
Keywords: behavioral competencies, experiential learning, extracurricular activities, emotional and 
social competencies, competency development 
 
2.2 Introduction 
The current economic environment, characterized by increasing competition, flexibility, and 
continuous rapid change, has led companies to look for new employees with personal characteristics 
that go beyond their mere technical ability. Nowadays, people who want to enter the labor market are 
required to possess a set of behavioral abilities, namely emotional and social competencies, that 
enable them to pursue effectiveness (Beigi and Shirmohammadi, 2011; Brown, George-Curran, and 
Smith, 2003; Emmerling and Boyatzis, 2012; Emmerling and Cherniss, 2003; Williams, 2008; Zhang 
and Fan, 2013).  
Employers give attention to these kinds of soft, general characteristics that increase 
employability, considering them relevant for both job performance and career development 
(Azevedo, Apfelthaler, and Hurst, 2012). Organizations look for people “who can have the largest 
positive impact on organizational strategy, productivity, and quality from a leadership role” (Daniel, 





factors like communication, interpersonal skills, leadership, adaptability, creative thinking, initiative, 
and analytical ability, rather than job-specific competencies and academic reputation (Coetzee, 2014; 
Finch, Hamilton, and Baldwin, 2013). However, the evidence of a behavioral skills gap, especially in 
the young workforce, has been widely attested across countries (Jackson, 2009). In order to reduce 
this gap and help young individuals be more attractive when entering the labor market, the question 
of how these competencies can be learned has become paramount. 
Many educators agree that teaching social and emotional skills requires an emotional and 
experiential context (Dwyer, 2001; Kremer and McGuiness, 1998). According to Hoover, 
Giambatista, Soreson, and Bommer (2010: 193), “behavioral skills, associated cognitive schemas, 
and the emotional commitment needed to support such skills can be accomplished through the 
application of experiential methods based on whole person learning”. Experiential learning theory 
highlights the critical role of experience in effecting learning and change (Kolb, 1984; Ng, Van Dyne, 
and Ang, 2009). Following this approach, some institutions—but still a paltry number (Jaeger, 
2003)—have tried to supplement their traditional educational activity by integrating experiential 
learning exercises into academic courses (Boyatzis, Stubbs, and Taylor, 2002; Hoover et al., 2010). 
Even more marginal has been the attention given to non-academic extracurricular activities in 
supporting learning in school and higher education (Moore, 2013). Besides educational programs, we 
want to investigate if there are other kind of experience through which students can foster their 
behavioral competencies. Taking into account that students have limited opportunities to practice 
ESCs in the workplace, as highlighted by Rubin, Bommer, and Baldwin (2002: 441), “one intuitive 
notion is that extracurricular activities are a place where students look to utilize, and perhaps refine 
and develop, their interpersonal skills”.  
Non-work personal experiences are indeed the majority of experiences young individuals will 
have encountered, and are often used as proxies to assess personal abilities in phases of recruitment 
and selection. When no working experiences are available, HR managers, as a common practice, look 





However, some authors highlight the fact that in many organizations hiring decisions are guided just 
by “good instinct” (Graham-Leviss, 2012: 9), as this inference is not based on clear scientific evidence 
which explains the relationship between certain types of extracurricular activity and greater 
behavioral competencies. This issue is particularly relevant if we consider that hiring the best 
qualified candidates is the most impactful HR function in terms of monetary and organizational 
outcomes (Konradt, Gabers, Böge, Erdogan, and Bauer, 2017). 
This paper seeks to contribute to fill this void by answering the following research question: 
What extracurricular experiences impact on the ESCs of graduates? 
In order to answer this question, we conducted an empirical study on a sample of 324 students at 
an Italian university in which we collected data on the graduates’ past extracurricular personal 
experiences and their level of ESCs through a 360 degree assessment. Our work advances the 
understanding of the determinants of behavioral competencies; specifically, we shed light on the role 
of different extracurricular activities (volunteering, cultural activities, experience abroad, sport) in 
promoting specific clusters of ESCs (self-awareness, self-management, social awareness, relationship 
management, cognitive competencies).  
 
2.3 Theoretical background 
2.3.1 Learning emotional and social competencies 
Behavioral competencies are acknowledged as a more accurate predictor of personal and 
professional success than cognitive knowledge (Covey, 1996; Goleman, 1998a, 1998b; Sigmar, 
Hynes, and Hill, 2012), and have become one of the most important characteristics for people’s 
employability (Hogan, Premuzic, and Kaiser, 2013; Kulkarni and Chachadi, 2014). A behavioral 
competency is defined as a set of “related but different” behaviors “organized around an underlying 
construct called intent” (Boyatzis, 2009: 750) that “lead to or cause effective or superior performance” 





distinguish outstanding from average performers across professions and sectors (Boyatzis, 2009; 
Emmerling and Boyatzis, 2012; Goleman, 1998b). According to these studies, five main clusters of 
competencies make the difference in terms of individual performance: self-awareness (the ability to 
understand one’s own emotions and feelings and their effects on actions and decisions); self-
management (the ability to manage and use one’s own emotions); social awareness (the ability to 
recognize and understand emotional information about others); relationship management (the ability 
to manage emotions in interpersonal relationships); and cognitive competencies (the ability to think 
or analyze information and situations).  
Scholars claim that behavioral skills need to be taught, adopting non-traditional methods in which 
the person is involved in an emotional and experiential context (Dwyer, 2001; Kremer and 
McGuiness, 1998). By involving participants in a process of reflection, interactive engagement, and 
practice, experiential learning techniques stimulate the cognitive, behavioral, and emotional 
dimensions of learning and behavioral change that are necessary to acquire emotional and social 
competencies (Hoover et al., 2010). Experiential learning is a holistic process in which the person 
adapts to the world through the integrated functioning of the person’s thinking, feeling, perceiving, 
behaving, and interacting with the environment (Kolb, 1984; Ng et al., 2009). The model portrays 
two dialectically related modes of grasping experience - Concrete Experience and Abstract 
Conceptualization - and two dialectically related modes of transforming experience - Reflective 
Observation and Active Experimentation (Kolb and Kolb, 2005). The individual usually choses and 
adopt a preferred mode, although the model idealistically depicts a leaning cycle in which all modes 
are adopted. Concrete experiences represent the basis for reflection and observation. According to 
their perceptions, individuals attach meanings to their experiences, creating frameworks of knowing 
(Rigg, 2008). The meaning created transforms the action patterns, making people experiment with 
new behaviors (Yeo and Marquardt, 2015). 
Experiential learning theory is based on some key pillars that challenge the traditional idea that 





creating knowledge through the synergetic transactions between the person and the environment. 
Learning is fundamentally conceived as a process in which one is called upon to think, feel, perceive 
and behave shifting between the four modes (Kolb and Kolb, 2005). 
In contrast with traditional educational activities mainly focused on transmission and on the 
“thinking” mode, extracurricular experiences provide students the opportunity to be engaged in 
concrete experiences that allow individuals potentially adopt all four modes. Extracurricular activities 
expose students to different environments that challenge their perceptions and behaviors. Through 
active involvement in extracurricular activities, students have the opportunity to identify, model and 
mirror appropriate behaviors to promote higher levels of critical thinking and reflection, which are 
essential to the development of behavioral competencies. 
 Instead of looking at artificially created experiential activities in the classroom during dedicated 
courses (Bonesso, Gerli, and Pizzi, 2015; Boyatzis et al., 2002; Hoover et al., 2010; Landau and 
Meirovich, 2011), this paper investigates if there is a relationship between real world extracurricular 
experiences and the level of behavioral competencies demonstrated by students, as natural 
experiences induce more reflective and revelatory ambience than forced or simulated experiences 
(Nair, 2011). 
 
2.3.2 Extracurricular activities and ESCs 
Learning is not just participating in training activities: it is also pursued through real life learning 
occasions. This kind of informal learning is based on daily life experiences and represents an 
important way for individuals to acquire attitudes, values, skills, and knowledge (Radcliffe and 
Coletta, 1989). According to Rubin et al. (2002), the importance of extracurricular involvement is 
broadly recognized. In fact, participation in extracurricular activities gives the opportunity to 
experiment with environments that are different from both home and academic ones from a cultural, 
organizational, and relational point of view. Extracurricular activities differ from straightforward 





organization, a commitment toward an objective that can be pursued alone or in a group, and the 
consequent activation of conscious behaviors addressing that objective.  
Previous research supports a positive effect of participating in extracurricular activities on people 
development, especially in young age (Fredricks and Eccles, 2006). Prior studies showed positive 
association between extracurricular involvement and academic outcomes (e.g. Cooper et al., 1999; 
Eccles and Barber, 1999), as well as lower depression (Mahoney, Schweder, and Stattin, 2002), 
higher self-esteem and higher interpersonal competencies (Fredricks and Eccles, 2006). Participating 
in extracurricular activities should provide students the opportunity “to acquire and practice specific 
social, physical, and intellectual skills that may be useful in a wide variety of settings” (Eccles et al., 
2003, p. 866). Previous research has found, for example, that students who participate in students’ 
associations possess better communication, initiative, decision-making, and teamwork skills (Padilla-
Angulo, 2017), that managers who are more involved in extracurricular activities show higher 
decision-making, creativity, interpersonal skills, and resistance to stress (Howard, 1986), and that 
student’s overall extracurricular activity is positively associated with stronger communication, 
initiative, decision-making, and teamwork skills (Rubin, Bommer, and Baldwin, 2002). Besides the 
few studies mentioned above, the literature does not provide an extensive investigation of the role of 
different types of extracurricular activities in enhancing behavioral competencies, and most of the 
times relates the two constructs without providing empirical evidence. Several studies posit 
relationships that are theoretically sound, assuming that there is good reason to believe that the 
relationship exists. However, empirical analysis is scarce, and when present, it is inconsistent in terms 
of results. In this study we try both to differentiate the relationships of different types of 
extracurricular activities with multiple clusters of behavioral competencies and perform an empirical 
analysis. 
 In the literature, different types of extracurricular activity are identified: sport (Forneris, Camiré, 
and Williamson, 2015; Rubin et al., 2002), community service and volunteer work (Ward and Yates, 





(Ward and Yates, 2012), art club, drama club, and music (Forneris et al., 2015), on-campus clubs and 
fraternities/sororities (Forneris et al., 2015; Rubin et al., 2002; Ward and Yates, 2012). 
In the Italian context most of the aforementioned activities are well-established even if no study 
specifically addresses the attendance level for different segments of the population. As for 
volunteering, a study conducted by the National Institute of Statistics estimated that about 12.6 
percent of the population participated in volunteering activities, with the age group 55-64 years being 
the more active (15.9%) (ISTAT, 2014). As for abroad experiences, data on the participation to the 
Erasmus Programme showed an increasing tendency in the participation of Italian students. In 2015, 
Italy ranked fifth country in Europe for participants sending, and fourth country in Europe for 
participants receiving (European Commission, 2017). A recent report from the National Institute of 
Statistics provides some insights on the relationship between Italian people and sports. About 34.3 
percent of the population practice sport activities. Younger people are the most active ones: 70.3 
percent of people between 11 and 14 years old is involved in sport activities, 61 percent on 
continuative basis, while 9.3 percent occasionally. From 15 to 24 years old the attendance level starts 
decreasing, but it is still high (respectively 63.4% for the age group 15-17 and 54% for the age group 
18-24) (ISTAT, 2017). Students associations such as fraternities and sororities are not present in the 
Italian context at any school and university level. Students often gather together only at the end of the 
academic path joining Alumni associations. Other types of on-campus associations propose activities 
that are attributable to the categories previously mentioned.  
In this study we will focus on four main categories: volunteering, cultural activities, abroad 
experiences and sport. 
 
Volunteer activity is defined as work done without monetary recompense (Freeman, 1996). As 
volunteering implies investing physical effort and sacrificing time dedicated to work or leisure 
activities without a monetary counterpart (Meier and Stutzer, 2008), many previous studies have 





focused on their effects, such as promoting a sense of democracy by increasing the sense of civic 
participation (Săveanu and Săveanu, 2008), and having a positive effect on individual wellbeing, with 
positive physical and mental health consequences (Thoits and Hewitt, 2001), leading to greater life 
satisfaction (Meier and Stutzer, 2008). In recent years volunteering has gained relevance in the 
European context also as a way to improve employability through skills development (European 
Commission, 2011), and has being promoted as one of the priorities for the European 2020 Strategy 
for Youth. Previous studies maintained that volunteering is a way to develop an active identity 
(Săveanu and Săveanu, 2013), by stimulating the assessment of one’s abilities, values, interests, and 
place in the society (Brown-Liburd and Porco, 2011; Eccles et al., 2003). Dealing with situations of 
deficiency and need may lead the students contrast themselves and their status with the one of the 
people in need, acquiring awareness on personal characteristics, possibilities and resources they might 
otherwise take for granted. Moreover, volunteering activity may challenge one’s values by making 
the person reflect on what would be his/her most important drivers in a state of deprivation, and on 
how important the values related to the volunteering activity actually are for him/her. Students gain 
the opportunity to get insight on the values of the volunteering association and to act out these values 
first exploring an identity within the system, and then re-constructing their identity also outside the 
system (Youniss and Reinders, 2010). 
Volunteering may be a useful experience for personal development also because it allows 
students change their perception on “the other” (Youniss and Reinders, 2010). Facing real problems 
and personal and social difficulties may change students’ frame of reference and perspective on 
people and their problems (Reed, 2001). Volunteers are fostered to understand different kinds of 
people, being helpful and taking care of their emotions and difficulties. This reflects both an 
emotional and cognitive empathy ability. Understanding people in need requires to adopt a different 
prospective, to explore motives and life paths that may be different from the ones the student is used 
to. Volunteers need to be aware that the way in which they manage the emotional interchange may 





others’ emotions should be followed by actions directed toward satisfying the others’ needs, thus 
adopting service orientation behaviors.  Necessities should to be expressively addressed in order to 
obtain a higher satisfaction of the person in need. Craig-Lees, Harris, and Lau (2008) indeed found 
that volunteers demonstrate higher concern for the welfare of others than non-volunteers.  
Besides the relationship with the people in need, volunteers need to manage the relationship with 
other volunteers. NGOs often lack “even the basic common sense management structures and 
principles” (Lewis, 2001, p.16), which entails that volunteers need high collaboration, teamwork, and 
management of power relationships in order to overcome the limits of the formal organizational 
structure.  
Volunteer work may also require emotional regulation for dealing with emotionally taxing 
situations like poverty, disease, lack of sanitary or housing, aging. The volunteer is required to 
manage the flow of his/her emotions in situation that might be highly touching and might overwhelm 
him/her. Moreover, managing one’s emotional reactions guarantee the persistence of a positive 
climate that may give relief to the people in need and favor the perception of being helped.  
Under these considerations, we expect that: 
H1: Students that have experienced volunteering more frequently demonstrate higher emotional 
awareness, self-management, social awareness, and relationship management competencies. 
 
In the literature, cultural activities are recognized as improving people’s development. Cultural 
activities are defined as activities related to fine arts such as music, theater, and visual arts, their study, 
understanding, and practice. In this study, we considered the participation to art, theatre and music 
associations. According to Snyder, Heckman, and Scialdone (2009), in order to fill the gap of ‘people 
skills’ in the education system, many educators are trying to connect art activities with traditional 
education methods since previous studies proposed some relationship between art exposure and the 
development of both creative and cognitive competencies in students (Burton, Horowitz, and Abeles, 





the ability to interpret and holistically evaluate complicated, ambiguous situations. These specific 
abilities refer to cognitive behaviors: pattern recognition and systemic thinking. The former translates 
into coherently interpreting complex situations by illuminating the correspondences and relationships 
involved to see connections between information that is apparently unrelated. Arts education 
contributes to spur students seeks coherence among relationships within a complex form. For 
example, when creating a piece of art, students are required to make a qualitative judgement and to 
combine elements without the help of a rule of formula (Eisner, 1998). The latter is explained as the 
ability to understand and put in relation causes and effects. Eisner (1998, p.38) maintain that art 
activity may foster the creation of scenarios, and develop a “willingness to imagine possibilities.”  
The literature recognizes a strong relationship between art and one specific social awareness 
competency, namely empathy. The roots of the word empathy come from the original term 
“Einfühlung”, defined as “as the tendency to have embodied or kinaesthetic experiences of the form, 
style, narrative, or emotional content of images or objects” (Gernot, Pelowski, and Leder, 2018, 
p.147). The original meaning of empathy was referred to the emotional perception of items including 
landscapes, furniture, sculptures, or architecture (Jahoda, 2005; Lanzoni, 2009). In the context of art, 
judgement is developed mainly through feelings (Nussbaum, 1995). Feeling into a work of visual art 
creates a more sincere and pleasurable experience and a better appreciation of the art work (Gernot 
et al., 2018). The relationship between art and emotions is complex, and concerns not only the ability 
to emphatize with the art work, but also the ability of the artist to recognize his/her emotions and 
convey them in the art piece or performance, and the ability to recognize the emotions that others feel 
when experiencing the art piece or performance. According to Eisner (1998), art activities help 
developing the ability to recognize subjectivity in perceptions and to accept multiple perspectives.  
As for self-management competencies, both achievement orientation and adaptability seem to be 
relevant. The first enables the artist being perseverant, ambitious and hard working to achieve 
dominance of an art or craft. The second characterize art work through the desire to explore 





recent study of Gowda et al. (2018) showed with a pre-post test, that medical students, after 
participating to an art course, demonstrated higher tolerance for ambiguity, even if with modest effect 
size.  
Lastly, in the phase of creation and development of events and exhibitions, the collaboration 
between professionals and the management of relationships between artists may be required.  
 
Within the cultural environment, theater is frequently related to positive outcomes for personal 
development and reinforcement of learning in behavioral domains (Nair, 2011). For example, Jacques 
(2012: 247) states that “theatre has a long, well-established system of learning interpersonal skills”. 
Theatre arts is currently experiencing a rebirth in childhood education (Susman-Stillman et al., 2018), 
as well as appreciation in management education in which theatre techniques are used as change 
management tools (Lesavre, 2012). According to the author, all actor training techniques contribute 
to the development of some main abilities: listening, observing, self-awareness, collaboration, 
reciprocity, and the development of a sense of group harmony, which are necessary to put a 
performance on stage. Improvisations techniques in particular seem to enhance creativity and 
relationship-building (Dominguez, Howell-DePew, and Walters, 2007; Huffaker, Robertson, Hirsch, 
and Poynton, 2003; Lesavre, 2012).  
As plays are often performed by a group of people, students are required to adopt behaviors that 
characterize teamwork, such as collaborating, helping each other, creating cohesion among members. 
This is especially true in theatre because the interplay of roles should work like a greased mechanism, 
and the mechanism should always work properly as when the performance is in play there is no 
possibility to stop and redo.  
Theatre activity may require self and social awareness. For example, the actor needs to become 
aware about how his/her emotions and how they translate into non-verbal communication and 
movements. Moreover, he/she has to understand the perspective and the emotions of the role he/she 





behaviors according to the pretend context, or pretend that one object stands for another. A recent 
study on children (Susmann-Stillman et al., 2018) showed the improvement of self-regulation through 
the experience of pretend play. 
Another important outcome of theatre seems to be its impact on cognitive abilities. According to 
Jacques (2012), some common techniques, such as the “Yes, and . . . ” technique, may help develop 
the ability to free the flow of ideas without internal judgment, thus increasing the ability to think in a 
nonlinear fashion. Moreover, theatre experiences may train students’ analytic abilities by 
deconstructing the different parts of the stories actors have to perform. 
 
Among cultural activities, recent studies have also started to investigate the role of music and its 
effects on children’s development, considering its impact on cognitive and non-cognitive skills (Hille 
and Shupp, 2014) and on the improvement of social skills (Schumacher, 2009). According to 
Schumacher (2009), music activity is a way to improve social skills: if students play in a band or 
group, they need to interact directly with their peers in a context which is different from the class, 
and to be active in the achievement of a common goal. Synchronized activities, such as music, are 
related to foster feelings of social connection, specifically interpersonal trust and bonding (Chanda 
and Levitin, 2013). Previous studies based on lab experiments attempted to explain the role of music 
in creating social bonds by looking at its biological basis (see Chanda and Levitin, 2013). Similarly 
to theatre and art activities, music may require introspection and understanding of one’s own emotions 
in order to understand how to convey them to the audience through music.  
Music practice tend to put to the test students’ self-management behaviors. Students need to deal 
with frequent error which may result in stressful situations.  
Moreover, both listening to music and music lessons have been widely related to the 
enhancement of students’ cognitive abilities, even if empirical evidence is mainly based on 
correlational studies (see Shellenbergh et al., 2006 for a review). Previous findings claimed that 





Brown, 1997), children cognitive performance and creativity (Schellenberg and Hallam, 2005; 
Shellenberg et al., 2007), and has been successfully used in aging rehabilitation (Särkämö, 2018). 
Previous studies tried to explain the mechanisms according to which music affects the cognitive 
system and leads to improved brain efficiency (Gupta, Bhushan, and Behera, 2018; Thompson, 
Schellenberg, and Husain, 2001). Music lesson and training have been associated to a variety of 
cognitive outcomes, ranging from spatial-temporal abilities (Rauscher, 1999; 2002) to visual 
perception and imagery (Brochard, Dufour, and Després, 2004), and verbal memory (Brandler and 
Rammsayer, 2003). The aforementioned findings support that music can improve cognitive abilities. 
This may be expanded also to logical association competencies. The study of Magne, Schön, and 
Besson, (2006) highlights that music lessons may help students perceive patterns. Findings show that 
musician children outperformed non-musician children in the detection of weak incongruities, both 
in music and language. 
According to these considerations, we expect that: 
H2: Students that have experienced cultural activities more frequently demonstrate higher self-
awareness, self-management, social awareness, relationship management and cognitive 
competencies. 
 
With the growth of an international dimension in both the professional and the academic fields, 
an experience abroad seems to have become a frequent choice among students. According to Ungar 
(2016), there is little doubt that experiences abroad can have benefits for all students. The global 
nature of today’s world can be best appreciated with a personal experience outside one’s own culture 
and context, which exposes students to the challenges of living in a foreign environment (Ng et al., 
2009). This activity fits naturally under the concept of experiential learning (Sjoberg and Shabalina, 
2010), as it leads students to learn how to manage activities across cultures without having specific 
formal training, and most of the times in complete autonomy. Living abroad is often connected to a 





universities. Sjoberg and Shabalina (2010) consider study abroad programs as a learning experience 
that is transformed through the active participation of the students, a process that entails observing, 
discussing, and questioning. Scarinci and Perace (2012) note that abroad experiences can result in a 
variety of outcomes, such as skill development and cognitive, attitudinal, and behavioral learning of 
the participants (Schuster, Zimmerman, Clinton, Schertzer, and Beamish, 1998). The reason that 
employers and recruiters look for graduates with international experience is not mainly because of 
language skills acquisition, but because of the ability to think and act coherently with a different 
culture and context, and the ability to manage relations with culturally diversified groups and to work 
in a team with people from different cultures and backgrounds (Jones, 2013).  
An international experience offers students the opportunity to develop their self-awareness by 
reflecting on the emotional states generated by the culture shock and on the effect their cultural 
heritage had on their beliefs, values, and assumptions.  
The cultural immersion students experience when undertaking a study or internship abroad 
period, expands students’ worldview, reduces prejudice, and develops cultural sensitivity (DeRicco 
and Sciarra 2005; Hipolito-Delgado et al. 2011; Ishii et al. 2009). In order to reduce the cultural shock 
effects, students need to better understand others’ behaviors and perspectives and challenge 
stereotypes, reflecting on the underlying reasons for cultural differences. An enhanced social 
awareness favor the ability to effectively manage one’s behavior in a way that is better accepted by 
the foreign culture and creates favorable impressions. Adapting in a different cultural and 
organizational environment is an opportunity to develop an attitude toward change and to be able to 
face adversities (Sell, 1983). In fact, if on one hand the removal from their home environment 
provides students with freedom from familial or cultural constraints and expectations and gives them 
a stimulus to explore new possibilities and to experiment with different behaviors (Brown, 2009), it 
may, on the other hand, hide unexpected situations and difficulties to manage. The main challenges 





be strong spurs for self-management competencies such as adaptability, achievement orientation, 
self-control, and positive outlook.  
The exposure to different people, ideas, attitudes, and ways of learning and working is a chance 
to evolve the student’s ability to build and manage relationships with people from different 
backgrounds, thus enhancing their social competencies. Understanding others and being able to create 
connections assume experimentation with empathic behaviors and awareness of others; working and 
interacting effectively with them needs the adoption of social management skills.  
An international experience may also favor the development of cognitive competencies, since 
students have the possibility to evaluate cultural differences, gain holistic insights into a specific 
social system, and analyze and reflect on similarities and differences between cultures.  
In respect of abroad experiences, we expect that: 
H3: Students that have undertaken experiences abroad for a longer period demonstrate higher 
self-awareness, self-management, social awareness, relationship management, and cognitive 
competencies. 
 
One of the most widespread extracurricular activities in modern society is sport (see, for example, 
Forneris et al., 2015). Moreno-Murcia, Hellin, Gonzalez-Cutre, and Martinez-Galindo (2011) 
summarize some of the benefits of doing sport recognized by social sciences: it promotes physical 
development (Malina, Bouchard, and Bar-Or, 2004), self-esteem (Fox and Corbin, 1989), and 
prevents physical and psychological problems such as obesity (Bar-Or et al., 1998), anxiety, and 
depression (Alfermann and Stoll, 2000; Fox, 2000). Moreover, Henderson, Olbrecht, and Polachek 
(2006) demonstrated that former athletes, on average, reported higher salaries than non-athletes, also 
in the long term. This may be due to the fact that sport activities represent opportunities to strengthen 
behavioral competencies related to both the self and the others. Firstly, sport activities are a way to 
strengthen the ability to manage oneself. Student athletes commit a great deal of time, energy, and 





and discipline, which implies consciousness and often results in a great sense of achievement 
orientation. Especially during performances, matches and competitions, students have to manage and 
control their emotions and reactions. Moreover, in order to improve one’s performance, it is necessary 
for the student to become aware of his/her strengths and limits, thus involving a process of self-
reflection and self-evaluation.  
Secondly, sport activities are often related to social management skills, such as leadership (Kniff, 
Wansink, and Shimizu, 2015), teamwork, and relationship management skills (Sauer et al., 2013), 
particularly in group based activities. Experience with college athletics is the environment in which 
many managers reported they had their first opportunity to implement group management tactics 
(Boyatzis and Elias, 2000). Moreover Watson, Connole, and Kadushin (2011) highlight that student 
athletes, regardless of the sport, continually provide mentoring to their team mates and receive 
mentoring from their coaches and peers alike. This implies the need for understanding the behaviors, 
emotions and needs of the other team players, as well as their possibilities and limitations.  
 Many sports may also give the opportunity to develop one’s ability to recognize schemas. Some 
activities, such as soccer, which require insight in strategies and tactics, spur the individual to 
understand behavioral trends. 
Therefore, our fourth hypothesis states that: 
H4: Students that undertake sport experiences more frequently will demonstrate higher self-




2.4.1 Sample, data collection, and measures 
The present study was carried out on a sample of 324 students enrolled in Master’s degree 





consisted of 71 percent females and 29 percent males. The high proportion of females can be 
explained by the gender composition of the students enrolled in this university (67.2 percent) (MIUR, 
2017) whose didactic offerings embrace some disciplinary areas that are more attractive to female 
students. At a national level, Italian students enrolled in an academic degree during the academic year 
2014/15 and 2015/16 were respectively 56.2 and 55.9 percent females. Sixty percent of the sample 
came from an economic-scientific field, while the remaining 40 percent from the humanistic-
linguistic field.  
All data on the study main variables and demographic variables were gathered through online 
survey.  
As for extracurricular activities, we asked students the frequency with which in the past they 
participated in different types of extracurricular activity, using a scale from 1 (never) to 5 (more than 
twice a week). According to the theoretical framework, we identified ten extracurricular activities, 
and based on previous studies (see for example Eccles et al., 2003), we clustered them into four 
groups of activities: cultural activities (which comprehends activities in art, theater, and music 
associations); volunteering (including both secular and religious volunteering associations); activities 
abroad (which comprise  study abroad and internships abroad); sport activities (which include 
individual and team sports, at amateur and agonistic level).  
As for the ESCs assessment, the Emotional and Social Competency Inventory in the edition 
applicable to university students (ESCI-U) was used (Boyatzis and Sala, 2004). This model, which is 
a 360 degree instrument, consists of fourteen competencies organized into five basic clusters: self-
awareness, self-management, social awareness, relationship management, and cognitive 
competencies. Three other competencies included in the previous version of the model (ECI –
Emotional Competency Inventory) were integrated in the survey: consciousness, service orientation, 
and change agent. Prior research determined the reliability and validity of the ESCI-U scale as well 
as of the previous versions of the model, including in cross-cultural contexts (Boyatzis, Gaskin, and 





Fernández-Gámez, and Molina-Gómez, 2014; Sharma, 2012). Table 2.1 describes each competency 
included in the model, which is assessed through behavioral indicators. Both students and external 
evaluators were asked to assess the frequency with which each student demonstrated 79 behaviors 







Table 2.1 - Definition of clusters and competencies included 
Self-awareness 
The ability to understand your own emotions 
and their effects, to know your abilities and 
limits 
 
Emotional self-awareness (Emot SA) 
Self-management 
The ability to manage and use your own 
emotions to be more effective 
Achievement orientation (Achiev O) 
Adaptability (Adapt) 
Self-control (Self-C) 
Positive outlook (Pos Out) 
Consciousness (Consc) 
Social awareness 
The ability to understand what people feel, their 




Organizational awareness (Org Aw) 
Service orientation (Serv O) 
Relationship management 
The ability to manage emotionally interpersonal 
relationships, clearly read social situations and 
relationships, interact without friction. 
Conflict management (Confl M) 
Developing others (Devel O) 
Influence (Infl) 
Inspirational leadership (ILead) 
Team working (TeamW) 
Change agent (Change A) 
Cognitive 
The ability to understand complex phenomena 
and recognize the underlying patterns in 
situations or events 
Systems thinking (Syst Th) 






Due to the bias that can usually characterize self-evaluations (Boyatzis et al., 2002; Taylor, 
2010), we conducted the analysis on external evaluations only. Indeed, the use of the well-known 360 
degree perspective makes it possible to integrate different observations and define a more 
comprehensive assessment. Due to the little work experience of the sample, raters from both the 
personal (family members, friends) and professional environments (fellow students, colleagues, 
superiors, coaches) were involved. The external raters were indicated by each student from among 
people who knew them well and saw them in action, and who were therefore able to assess their 
behavior. The tendency to inflate one’s own evaluation by nominating raters that will be generous in 
grading was minimized by the fact that both students and raters were asked to seek and give an open 
and honest judgment in order to help the student carry forward a personal development process and 
identify their most and least demonstrated competencies. Moreover, to address the threat of reactivity, 
we assured individual disclosure of the results of the evaluation only to the student and anonymity 
for raters. 
We included in the analysis only those students who completed both activities and had been 
evaluated by at least one external rater. We applied some criteria in order to restrict the sample to 
reliable respondents: we excluded from the analysis raters that presented 90 percent of answers or 
more with the same value, raters who demonstrated in their evaluation a difference of more than nine 
points between the set of items referred to one competency, and raters who declared they knew the 
student “not at all well”. Moreover we checked for possible outliers using the method in Filzmoser, 
Maronna and Werner (2008).  
 
2.4.2 Model 
To test our hypotheses, we used a Partial Least Square-Path Modeling (PLS-PM), which consists 
of two parts: the measurement model, which allows us to analyze relationships among observed and 
latent variables, and the structural model that consider relationships between independent and 





PLS–PM was adopted first, because it does not make assumptions on the data distribution 
(Fornell and Bookstein, 1982), therefore it allows for non-normal multivariate distributions. Second, 
it can process non-continous variables (Fornell and Bookstein, 1982; Haenlein and Kaplan, 2004). 
Lastly, as it is a prediction-oriented variance-based approach, it seems to be preferable for exploratory 
analysis (Fornell and Bookstein, 1982; Hair, Sarstedt, Pieper, and Ringle, 2012; Henseler et al., 2014). 
In the structural model, we considered as independent variables the student’s participation in 
extracurricular activities and as dependent variables the five clusters of social and emotional 
competencies of the ESCI-U. In the measurement model, the five behavioral competencies clusters 
were considered as latent variables, as they cannot be measured directly. The competencies inside 
each cluster were considered as manifest variables.  
Three control variables were included in the model: field of study as a dummy variable 
considering students enrolled in a business and economics/scientific or in a humanistic/linguistic 
study course, Bachelor’s degree final grade, and gender. Gender differences are still under study in 
the literature, as contrasting results has been found (Hopkins and Bilimoria, 2008). The relationship 
between academic performance and emotional and social competencies was investigated mainly at 
high school level and adopting different conceptualizations and measures of Emotional Intelligence. 
Many studies report a positive relationship (e.g. Costa and Faria, 2015; Gil-Olarte Márquez, Palomera 
Martin, and Brackett, 2006; Parker et al., 2004), on the opposite, others found no relationship between 
the constructs (e.g. Esmond – Kiger et al., 2006). 
 
2.5 Results  
The analysis was carried out in three steps. Firstly, we performed an exploratory data analysis 
(correlations between main variables are presented in Table 2.2). The entire sample participated in 
sport activities, while 44.1 percent of the sample was involved in volunteering activities, 48.5 percent 





experiences. Frequencies of participation are summarized in Table 2.3. Secondly, we assessed the 
quality of the measurement model (Table 2.4). All factor loadings, except self-control and positive 
outlook in the self-management cluster, are greater than 0.7, according to the thresholds proposed by 
Hu and Bentler (2009). Self-control and positive outlook scored respectively 0.57 and 0.59 in the 
factor loadings. All competency clusters show a Cronbach's alpha greater than 0.7, and a Dillon-
Goldstein rho greater than 0.87. Thirdly, we analyzed the structural part of the model provided by 





Table 2.2 - Correlations between main variables  
















  Adapt    Self-C    Pos Out    Consc    Empat    

























































Cultural  0.103 
 
0.278 * 0.106 
 




















Abroad  0.131 
 




































































































Adapt  0.568 
 




























































































0.525 * 0.491 * 0.532 * 0.609 * 0.479 * 0.399 *   
 














0.455 * 0.583 * 0.623 * 0.504 * 0.390 * 0.480 * 0.574 * 














0.520 * 0.368 * 0.487 * 0.476 * 0.462 * 0.393 * 0.655 * 












0.568 * 0.543 * 0.616 * 0.632 * 0.633 * 0.386 * 0.653 * 














0.538 * 0.537 * 0.562 * 0.487 * 0.545 * 0.391 * 0.618 * 














0.610 * 0.589 * 0.621 * 0.475 * 0.535 * 0.340 * 0.547 * 














0.540 * 0.583 * 0.616 * 0.471 * 0.635 * 0.338 * 0.509 * 














0.475 * 0.571 * 0.657 * 0.474 * 0.508 * 0.491 * 0.590 * 














0.490 * 0.640 * 0.677 * 0.429 * 0.514 * 0.425 * 0.425 * 














0.417 * 0.527 * 0.553 * 0.450 * 0.420 * 0.447 * 0.432 * 
Patt Rec  0.461   0.414   -0.017   0.435   0.455   0.387   0.444   0.435 * 0.520 * 0.496 * 0.420 * 0.365 * 0.373 * 0.473 * 







Table 2.2 (continue) 
  Org Aw    Serv O    Confl M    Devel O    Infl    I Lead    Team W    Change A    Syst Th    
Field of study                              
















    
















    
















    
















    
















    
















    
















    
















    
















    
















    
















    
















    
















    














    












    










    








    






    




    
Change A 0.554 * 0.480 * 0.608 * 0.648 * 0.673 * 0.732 * 0.596 *   
 
    
Syst Th  0.564 * 0.402 * 0.509 * 0.580 * 0.591 * 0.530 * 0.517 * 0.553 *     
Patt Rec  0.586 * 0.384 * 0.518 * 0.616 * 0.611 * 0.510 * 0.408 * 0.570 * 0.574 * 








Table 2.3 – Frequency table extracurricular activities 
 Volunteering Cultural Sport Abroad  
Less than once a month 63 54 9 26 From 1 to 3 months 
From 1 to 2 times a month 34 33 174 68 From 4 to 6 months 
Once a week 28 51 48 22 From 7 months to 1 year 
Twice or more times a 
week 
18 19 93 8 More than 1 year 
Total (sample%) 143 (44.1%) 157 (48.5%) 324 (100%) 124 (42.3%)  
Total did not participated 
(sample%) 








Table 2.4 - Measurement model  









Cognitive    
Emot SA  
1.00     1.00 1.00 1.00 
Achiev O  
 .89    .85 .89 .57 
Adapt  
 .87       
Self-C  
 .59       
Pos Out  
 .57       
Consc  
 .80       
Empat  
  .90   .79 .88 .70 
Org Aw  
  .83      
Serv O  
  .77      
Confl M  
   .82  .93 .94 .73 
Devel O  
   .88     
Infl  
   .85     
I Lead  
   .92     
Team W  
   .80     
Change A 
   .85     
Syst Th  
    .77 .73 .88 .76 
Patt Rec  





Table 2.5 - Structural model  
 Estimate Std Error p-value  Supported 
H1: volunteering – Self-awareness -0.030 0.060 0.612  No 
H1: volunteering – Self-management -    0.025    0.059 0.678     No 
H1: volunteering – Social awareness 0.053 0.060 0.382  No 
H1: volunteering – Relationship management  0.003    0.060 0.957     No 
H2: cultural – Self-awareness 0.078 0.059 0.185     No 
H2: cultural – Self management 0.037 0.058 0.523     No 
H2: cultural – Social awareness 0.061 0.059 0.302     No 
H2: cultural – Relationship management 0.142 0.059 0.017 ** Yes 
H2: cultural - Cognitive 0.104 0.060 0.082 * Yes 
H3: abroad – Self-awareness 0.062 0.057 0.272     No 
H3: abroad – Self-management 0.163 0.056 0.004 *** Yes 
H3: abroad – Social awareness 0.103 0.057 0.074 * Yes 
H3: abroad – Relationship management 0.147 0.057 0.010 ** Yes 
H3: abroad - Cognitive 0.155 0.058 0.008 *** Yes 
H4: sport – Self-awareness -    0.005    0.057 0.937     No 
H4: sport – Self-management 0.127 0.057 0.026 ** Yes 
H4: sport – Social awareness 0.061 0.058 0.298     No 
H4: sport – Relationship management 0.001 0.058 0.981  No 
H4: sport - Cognitive 0.040 0.058 0.494     No 
GOF 0.213     






Hypothesis 1 on volunteering was not supported. One possible explanation is offered by Freeman 
(1996), according to whom many people volunteer not because they want to, but because they feel 
under social pressure to do so. Undertaking these experiences without a deep personal motivation 
does not correspond to being involved in a holistic process in which the person fully interacts and 
adapts himself to the world (Kolb, 1984). Similarly, Roulin and Bangerter (2013) found that 
participation driven by external motives is more common in associative or volunteering activities 
rather than in sports or artistic activities. An alternative explanation could lie in that while sports, 
cultural activities and abroad experiences are often characterized by expectation of achievement, 
striving for excellence and seeking for better results or performance, which demand for higher self-
regulation and adjustment, and higher social control and adjustment, in associative or volunteering 
activities the mere presence or contribution in itself is appreciated and expectation of outcomes is 
often lacking. Volunteering activities are often undertaken in more informal and less professional 
environments in which performance evaluation, feedback, and learning are not a priority. Indeed, 
some prior studies (see, for example, Holdsworth and Quinn, 2010) started to challenge the win-win 
view of volunteering activity, claiming that benefits of student volunteering are assumed rather than 
proven.  
As for our second hypothesis, we found that participation in cultural activities has a significant 
impact on both the relationship management cluster (p-value = 0.017) and the cognitive cluster (p-
value = 0.082), which shows partial support for H2. Activities related to fine arts usually imply the 
involvement of students in moments and exercises of interpretation in which they have to stress their 
reasoning, often adopting non-linear or aesthetic thinking. Cultural activities are also places for 
discussion and interaction between people. Students need to manage their relationship with the 
members of a band or orchestra or theater company, and often have to face the set of difficulties that 
emerges in social relationships. Our findings show that participation in cultural activities does not 
have a significant impact on self-awareness, social awareness and self-management competencies. 





performing and do things right, for example remembering lines, or not making errors, rather than on 
his/her and others’ emotions. The emotional arousal may characterize more the spectator than the 
player. Reflecting on one and others’ emotions may be easier with the help and stimulus given by a 
trainer, but not all trainers may have this sensitivity or competence.  
As for self-management competencies, we might think that at a younger age these activities are 
undertaken for the pleasure of doing them, and limited emphasis on competition may limit the 
experimentation of self-management behaviors. Moreover, cultural environments are often very open 
to accept unusual and unexpected behaviors, which may not challenge enough self-management 
competencies.  
When we focused on abroad experiences, we predicted a positive effect on self-awareness, self-
management, social awareness, social management, and cognitive competencies (H3): all these 
relations are supported by our empirical analysis except the relationship with self-awareness. Abroad 
experiences seem to be powerful for the development of emotional and social competencies. Firstly, 
being independent, away from their comfort environment and being exposed to a different culture 
helps the student practice how to deal with diversity, how to manage relationships with people with 
different backgrounds. This is a great exercise to foster competencies related to social awareness and 
relationship management, and becomes an important feature especially for students who want to have 
a role in the global marketplace. However, bureaucracy, cultural distance, loneliness, and different 
habits may also create big challenges for students who live abroad and who have to rely mainly on 
their own psychological resources to overcome these difficulties. This trains their self-management 
competencies. Moreover, abroad activities showed a positive impact on cognitive competencies. No 
relationship was found instead with self-awareness, which may be explained by the fact that in a 
discomfort situation students are more focused on dealing with the environment - understanding it, 
adapting to it, and managing relationships - rather than dealing with themselves.  
Concerning Hypothesis 4, partial support was found. According to our results, participation in 





significant association with the other clusters. The category of sport activity used in the model 
includes both individual and team sports; nevertheless this dichotomy seems not to be the answer, as 
when we tried to separate the two constructs no significant difference was found. Previous studies 
focused on a global increase in emotional and social competencies due to sport activities (Sauer et 
al., 2013), but did not investigate the effect on different clusters of competencies. Findings show that 
the association with the relationship management cluster was not significant. This might be explained 
by the fact that behavior related to relationship management could be mediated by the rules of the 
game according to the different roles of team members or rules imposed by the coach. A similar 
argument can be used for the cognitive cluster. It may be that schemas are mainly studied and defined 
by the coach, and student passively implement them. Behaviors related to social awareness may be 
limited by competition, which can characterize both agonistic and recreational activities. Often, the 
achievement of the objective is more valued that than the comparison and exchange of views with 
others. The impact on the self-management cluster is coherent with studies that attribute to sport the 
concept of discipline, which requires dedication, repetition, and achievement orientation. These 
characteristics, deeply embedded in sport activities, force students to deal with the necessity of 
controlling their positive and negative emotions, directing their own energy and ambitions, and 
finding new ways to improve.  
Three main control variables were included in the model. As for gender, according to our results, 
female students demonstrate significantly higher levels of emotional self-awareness (p-value .000), 
self-management (p-value .001), social awareness (p-value .025), and relationship management 
competencies (p-value .012) compared with male students. Gender differences in the sphere of 
emotional and social competencies are still under discussion because no definitive results have been 
found. Our results support the group of studies that show higher scores for females (Austin, Evans, 
Goldwater, and Potter, 2005; Bindu and Thomas, 2006; Goldenberg, Matheson, and Mantler, 2006; 





The variable related to field of study demonstrated a significant relationship only with the 
relationship management cluster (p-value .048), showing higher scores for people belonging to the 
business and economics/scientific field. This may be because group activities are more common in 
business and economics and scientific courses than in the humanistic and linguistic ones, resulting in 
an opportunity to practice behavioral competencies related to social interaction.  
Considering the Bachelor’s degree final grade, no significant association was found on the level 
of emotional and social competencies possessed by students. This seems to highlight that the final 
Bachelor’s grade measures knowledge and technical competencies, but does not give any important 
clue as to the level of emotional and social skills that a student possesses. Academic paths are often 
designed to make students develop knowledge and technical skills, but no room is left for the 
development of behavioral competencies in traditional academic courses. This implies the need for 
new programs that can help students develop behavioral skills from the very beginning of their 
academic path. Another consideration is the fact that recruiters and HR managers need to rely on 
information that is not included in the university final grade if they want to assess students’ behavioral 
skills. Usually they rely on other information, such as extracurricular activities performed, using their 
common sense to infer skills. However, our results show that common sense may not be always right, 
and that some extracurricular activities may influence the development of some emotional and social 
competencies more than others.  
 
2.6 Discussion 
2.6.1 Contributions and implications 
A big challenge in the development of emotional and social competencies consists in the 
necessary involvement of the student in contexts in which he/she can practice new behavioral 
repertoires, which is achieved through the application of experiential methods (Hoover et al., 2010). 





Meirovich, 2011; Paladino, 2009; Vaatstra and De Vries, 2007), or devoted their attention to the 
impact of specific programs on competency development (McEnrue, Groves, and Shen, 2009; 
Sheehan, McDonald, and Spence, 2009), but did not take into account the role of personal 
extracurricular experiences in enhancing behavioral competencies. The small number of studies on 
extracurricular activities often analyzes activities individually and rarely includes empirical analysis. 
Our study contributes to fill this gap by taking into account a broad range of real life extracurricular 
activities, and by empirically examining their possible relationship with the competency portfolio of 
students. In so doing, we advance understanding of which activities that are not part of academic 
curricula influence students’ emotional and social competencies, and which kinds of activity are 
associated with specific clusters of competencies. This study acquires an additional interest in terms 
of managerial implications, as inferring the possession of behavioral competencies from the presence 
of extracurricular activities in a student’s curriculum vitae is a well-known common practice, which 
is nevertheless based more on a common feeling than on scientific inquiry. This study contributes to 
create a first step from which to develop more clear and scientific-based recruiting processes in which 
behavioral competencies become a real object of evaluation. 
Lastly this paper provides some educational implications. Differences between learning 
processes used in and outside the classroom have been already mentioned in the literature (Paton, 
2014), the latter providing students much broader, less familiar, and more flexible self-learning and 
social learning occasions (Moore, 2013). From the results of our research, these experiences shown 
to be significantly associated with clusters of emotional, social, and cognitive competencies, but not 
all activities seem to predict all types of competencies. Our claim is that higher education should 
promote these extracurricular activities inside or outside the university campus and support students 
through a critical reflection on how to acquire new tools to practice specific ESCs in real-world 
situations. For example, extracurricular activities could be promoted as part of the university campus 
offerings, and instructors in charge of these activities should be trained to help participants develop 





become a stimulus for discussion in class, like professional and academic-related activities usually 
are—for instance, giving students the opportunity to reflect on their behavior in managing themselves 
and others. Indeed, extracurricular activities are beneficial especially if students are supported in 
critical reflection on their experiential activity, and in understanding how they can experiment with 
new behaviors and which the related outcomes are. In order to obtain a sustainable behavioral change, 
the role of coaches and teachers that act as sources of support and feedback becomes paramount 
(Boyatzis, Lingham, and Passarelli, 2010). Previous research provided empirical evidence that 
sustaining the individual with coaching sessions is necessary to achieve a long-lasting personal 
change (see Kampa-Kokesh and Anderson, 2001). Effective coaching helps the individual identify 
habitual scripts of behavior and understand their outcomes, reveal fresh insights about what drives 
one’s behavior, convert those insights into observable behavior change (Brotman, Liberi, and 
Wasylyshyn, 1998). Stimulating individual learning and change especially through coaching with 
compassion, rather than coaching with compliance, resulted to be extremely beneficial (Boyatzis, 
Smith and Beveridge, 2013). The importance of training of teachers and adult supervisors should not 
be neglected. Literature in sports psychology in fact provides compelling evidence that supervisors 
and trainers can have also a negative effects on students’ development if they are not trained to give 
feedback and emotional support (Eccles et al., 2003). 
As development of behavioral competences requires practice, and sometimes the bigger 
challenge is to find a context to practice and the energy to persist in the practice of new behaviors 
(Boyatzis and McKee, 2005), it is important to encourage students to participate in activities that 
could foster the development of their behavioral competencies and make them aware of how to exploit 
this opportunity for their personal growth. Support from trained supervisors and coaches may highly 






2.6.2 Limitations and Future Research 
Some limitations and recommended directions for future research can be identified. Firstly, we 
conducted our study in one university and our sample presents some limitations in terms of size and 
geographical composition. This may constitute a threat to the external validity of our study. As 
extracurricular activities can be conceived and practiced in different ways in other cultures, we 
suggest that future research should replicate this study in other cultural settings. Secondly, even if 
according to the literature we considered a comprehensive set of extracurricular activities, a more 
detailed analysis can be done in the future by considering different sub-categories of extracurricular 
activities, especially trying to analyze in depth the factors that lead to inconsistent results concerning 
the outcomes of volunteering, cultural and sport activity (Peachey, Zhou, Damon, and Burton, 2015). 
The latter would be extremely beneficial in its practical implications considering that, as shown by 
Tanguay, Camp, Endres, and Torres (2012), recruiters do inflate their perception of the teamwork 
and leadership skills of applicants according to the presence of team sport and team captain activities 
on their resumes. Future research would probably require a qualitative approach which enable to 
explore more in depth the characteristics and sub-categories of different types of extracurricular 
activities, the tasks required, and the relative encouraged behaviors. The clusters used in this study 
may comprise a variety of activities that require different sets of competencies that can be unwrapped 
using a finer level of analysis. 
Finally, we would like to address the issue of causation often raised in this type of studies. Our 
assumption is that the choice of practicing a certain extracurricular activity may depend not 
necessarily on the fact that the person feels in tune with the activity due to behavioral competencies 
he/she has already acquired, but on the willingness of the person to try to practice behaviors in which 
he/she feels he/she has a gap. According to previous studies, behavioral competencies are personal 
characteristics that are not innate from birth but are learned and developed during life (Goleman, 
1998a), especially during the phase of development of young individuals that are the target group of 





contextual stimuli and experiences enhance in individuals behaviors related to the awareness and 
management of emotions and relations. Our study, which takes into account the intensity with which 
the extracurricular activity is performed, is coherent with the theories of ESC learning, according to 
which the more a behavior is practiced, the more it becomes the automatic response of our brain: 
therefore it translates into a common behavior and a persistent competency (Boyatzis, 2008; Goleman 
et al., 2002). In order to address this issue in greater detail, we suggest that future research adopts a 
longitudinal study that enables the researcher to track the individual before beginning, during, and 
after the abandonment of an extracurricular activity. However, it is important to emphasize the 
difficulty of performing such a design. Alternatively, we suggest the use of a quasi-experimental 
design with the use of pre- and post-tests on the level of ESCs and an intervention concerning the 
experience of an extracurricular activity, taking into account that in this case it would be difficult to 
conserve the richness of considering a comprehensive set of activities.  
 
2.7 Conclusion 
In conclusion, this study extends the literature on competency development by examining the 
impact of different extracurricular activities on specific clusters of behavioral competencies. Our 
findings support the effect of experiential extracurricular activities on the behavioral competencies 
demonstrated by the individual. This leads to relevant educational implications, especially in settings 
in which no specific training activities to develop behavioral competencies are provided.  
However, the study also shows that not all extracurricular activities have the same influence 
on different types of competencies. We suggest further future research on the topic, also to better 














Relationship between behavioral competencies and 








The contemporary unstable business environment is challenging the concept of the “traditional” 
organizational career in favor of a protean career attitude, which characterizes individuals with a 
strong sense of identity and personal values in guiding their career decisions. Despite the relevance 
of the protean career concept, empirical research has provided limited evidence on its determinants 
and outcomes as regards individuals who are at the early stage of their career path. The purpose of 
this study is to shed light on the behavioral antecedents of protean career orientation (PCO) and to 
investigate the effect of PCO on individuals’ employability. Data were collected on a sample of 
graduate students that were entering the labor market. Results, obtained through a Structural Equation 
Modeling analysis, provide new insights into the determinants of PCO, showing that – contrary to 
prior research that primarily focuses on two competencies, “self-awareness” and “adaptability” – 
other behavioral competencies shape the protean approach. Moreover, the findings found a positive 
relationship between PCO and subjective and objective measures of employability. Implications for 
career management and competency-based literatures are provided.  
 









In recent decades, a series of economic, social, technological and market changes (Gubler, Arnold, 
and Coombs, 2014; Reitman and Schneer, 2008; Wong and Rasdi, 2015) have led to new perspectives 
on one’s own career. Starting from the 1980s and 1990s, company downsizing, restructuring of 
organizations and increasing competition worldwide altered the old psychological contract between 
the organization and the employee, characterized by mutual expectations of loyalty and a long-term 
relationship with the prospect of career advancement controlled and planned by the organization (Hall 
and Moss, 1998; Rousseau, 1995). The traditional career ladder started to scale back and left room 
for “new” nontraditional career paths. Nowadays employment conditions are even more volatile and 
turbulent (Granrose and Baccili, 2006; Reitman and Schneer, 2008) and determine a high level of 
ambiguity regarding one’s career path and expectations. In order to deal with this ambiguity, careers 
have become increasingly directed by the individual rather than by the organization and affected by 
intrinsic values rather than extrinsic motivations. Scholars defined this new approach to careers as 
protean, as derived from Proteus, the Greek god who was able to change his form at will (Briscoe and 
Hall, 2006; Hall, 1976). In contrast to traditional careers based on upward mobility, salary increases 
and responsibilities across a few organizations, this new concept defines career as a development of 
the self in which the employee is the agent who identifies individual career goals, which may be 
external to organizational goals and independent from organizational boundaries (Arthur, Khapova, 
and Wilderom, 2005). People who have a protean career orientation (PCO) tend to define their career 
in a self-directed way, basing their decisions on their own values and needs in the search for personal 
fulfillment and a feeling of pride (Briscoe and Hall, 2006). Despite the fact that the protean career 
concept was introduced in the 1970s, scholars highlight the scarcity of empirical research on the topic 
(Gubler et al., 2014). Specifically, extant studies have focused primarily on adult workers (e.g. 
Crowley-Henry and Weir, 2007; De Bruin and Buchner, 2010; Granrose and Baccili, 2006; 
McDonald, Brown, and Bradley, 2005; Park and Rothwell, 2009; Rastgar, Ebrahimi, and Hessan, 





career path. Analyzing the protean career orientation of new graduates may open new questions on 
how it not only influences one’s career management, but also affects the job market entry of young 
individuals. This is particularly relevant in contexts characterized by high youth unemployment 
(Sargent and Domberger, 2007).  
Moreover, recent studies have underlined the need to better address issues regarding the 
antecedents and outcomes of a protean career orientation (Hirschi, Jaensch, and Herrmann, 2016; 
Hofstetter and Rosenblatt, 2017), since scarce attention has been given in particular to what could 
enable or help one to develop a protean career orientation (Gubler et al., 2014). In this regard, seminal 
contributions proposed that two competencies, namely self-awareness and adaptability, have a 
primary role in helping individuals to be more protean (Gubler et al., 2014; Hall, 2004). According 
to Hall (2004), these competencies are required simultaneously to spur individuals to take charge of 
their career and orient their learning path. Indeed, as demonstrated by Verbruggen and Sels (2008: 
325), “being protean is not an innate trait,” instead PCO can be nurtured by being willing to adapt to 
changing circumstances, self-correcting behaviors in response to new demands from the environment. 
Adaptability alone is not enough, since individuals also need a clear awareness of their personal 
values and capabilities (strengths and weaknesses), engaging in accurate personal reflection and 
assessment, to guide their career development (Hall, 1996, 2002; Verbruggen and Sels, 2008).  
Despite these conceptual arguments that posit the relevance of these behavioral competencies, in 
a recent literature review, Gubler et al. (2014) pointed out that this relationship has hardly been 
empirically tested and is still controversial since some scholars consider self-awareness and 
adaptability to be consequences rather than antecedents of PCO (Hirschi et al., 2016). Furthermore, 
the literature has remained silent on the other possible behavioral competencies that may explain the 
variance in protean career orientation (Verbruggen and Sels, 2008). Over the last few decades, the 
positive impact of a variety of behavioral competencies in favoring successful individual performance 
across sectors and professional roles has been widely acknowledged in the literature (Boyatzis, 1982; 





Ryan et al., 2009; Spencer and Spencer; 1993), but no research has investigated whether they are 
associated with protean career attitudes.  
In addressing these gaps, the first contribution that our study aims to provide is to focus on the 
protean career orientation of individuals that are entering the labor market and to question a recent 
widespread perspective in the field that sees behavioral competencies as outcomes of protean career 
orientation rather than antecedents. In line with the seminal works on PCO, we propose that the two 
competencies described by Hall (2004) should be already possessed and manifested by new graduates 
in order to develop a protean career orientation, and that other related behavioral competencies may 
also affect this development. Indeed, individuals at the early stage of their career have not yet garnered 
sufficient professional experience to justify the acquisition of specific behavioral competencies due 
to the willingness to redefine their career.  
A second contribution of our study lies in the investigation of the outcomes of PCO among new 
graduates. Because of their adult workers target, previous studies focused on career success as the 
main outcome of a protean career (e.g. De Vos and Soens, 2008), not taking into account whether 
having a protean career orientation may also support young individuals on entering the labor market. 
In order to address this issue, our research also explores the impact of protean career orientation on 
employability. Protean career orientation may help individuals maintain their employability in times 
of economic, organizational and employment hardship. However, only a few studies have recently 
addressed the point adopting a subjective dimension of employability, namely perceived 
employability (Zafar, Farooq, and Quddoos, 2017), and no studies have been conducted on the 
objective ability to obtain jobs. Our study adds to the literature by considering both dimensions of 
employability.  
The main research question we aim to answer is: what are the behavioral antecedents and 
employability outcomes of protean career orientation for newly graduates? 
Regardless the fact that young individuals may develop their career orientation based on limited 





be influenced by their preferred career orientation. The focus on a students’ target population allows 
to investigate whether approaching one’s career with a protean orientation favors one’s employability 
and what are the enabling factors that help the student adopt a protean orientation. 
To study this phenomenon we set up our empirical research in the Italian context, which was 
characterized by a deregulation process of the labor market that started in the ’90s (Argentin and 
Triventi, 2011; Barbieri and Sherer, 2009; Destefanis and Fonseca, 2005), and has been recently 
shaped by institutional changes pursuing further flexibility in the labor market. Italy introduced 
deregulation and flexible forms of work for younger people and new labor market entrants (Cirillo, 
Fana, and Guarascio, 2017). The need for more dynamicity could have led young individuals to adopt 
a new career conception. However, at the same time, it is important to underline that the Italian 
occupational welfare model, “which generally gives access to the welfare rights only to holders of 
continuous full-time work contracts” (Barbieri and Sherer, 2009: 677), basically remained 
unchanged, thereby creating a difference between insiders and outsiders of the labor market and 
maintaining a permanent job as a strong element in shaping the ideal career configuration.  
This paper is structured as follows. Drawing on the competency-based approach and on the 
literature on protean career and employability, the next section describes the theoretical framework 
and presents the hypothesis development. The following one describes the research method and the 
obtained results. Then, we discuss the findings and summarize the contribution to the understanding 
of the determinants and outcomes of protean career orientation.  
 
3.3 Theoretical background 
3.3.1 Protean career 
Hall (1976) first described the concept of a protean career as a process shaped by the individual in 
which career choices were personal and underlying the search for self-fulfillment. Unlike traditional 





the person, not by the organization (Hall, 2004). The second attribute of the protean career construct 
is that it is value driven “in the sense that the person’s internal values provide the guidance and 
measure of success for the individual’s career” (Briscoe and Hall, 2006: 8). The tendency is to look 
for jobs that satisfy life needs, not only work needs (Reitman and Schneer, 2008), thereby giving 
career a more comprehensive self-realization meaning. Values, which guide individuals in the 
selection and evaluation of behaviors and situations across life sectors (Schwartz and Bilsky, 1987), 
become a fundamental part in career choices.  
The criteria for measuring success are more psychological than objective, which means that 
personal accomplishment of one’s own goals set according to one’s values replaces the idea of success 
based on growing salaries, hierarchical advancement and power (Hall, 2002, 2004). This is described 
by Hall (1996: 10) as “the path with a heart,” which takes the place of the traditional hierarchical 
climbing path.  
A protean career is characterized by freedom (Hall, 2004) in defining one’s career path, by growth 
(Hall, 2004) in the sense of continuous learning of the individual toward the achievement of their 
personal objective, and by a sense of calling and the perception of being successful by pursuing one’s 
own values. This also implies that the individuals may redirect the career from time to time in order 
to meet their personal needs, which makes the career path nonlinear (De Bruin and Buchner, 2010; 
Sargent and Domberger, 2007). 
The adoption of a protean career approach also implies a change in the psychological contract with 
the organization, creating the expectation that the organization will help the individuals meet the 
requirements for their new conceptualization of a successful career (Bailyn, 1989). This implies that 
the organization is expected to provide opportunities for personal growth, to help the individuals 
perform a challenging work, to take into account their development and improvement and to give 
them the opportunity to perform a work that matters to them (Hall and Moss, 1998). Moreover, new 
expectations concern the issue of work and nonwork integration and the importance of living a 





As clearly described by Gubler et al. (2014), a major distinction needs to be made between the 
subjective and behavioral components of a protean career. The former (protean career orientation) 
refers to an individual attitude or orientation towards defining one’s career in a self-directed value-
driven way (Briscoe and Hall, 2006), which entails adopting a protean prospective when considering 
one’s career (Sargent and Domberger, 2007) in order to exercise greater control over a highly 
uncertain environment, and being more suitable for an increasingly competitive job market (Direnzo, 
Greenhouse, and Weer, 2015). The latter (protean career path) refers to an implemented career path 
developed in a protean way, characterized by a series of learning cycles that are managed by the 
worker. This study will focus on individuals’ protean career orientation, given that the target of the 
study comprise individuals at the early stage of their career path.  
 
3.3.2 Protean career and behavioral competencies 
When defining a protean career, Hall relates it to two main competencies “that help equip individuals 
to be more protean: adaptability and identity (or self-awareness)” (Hall, 2004: 6).  
Adaptability is crucial in achieving career effectiveness in a changing environment (Creed, 
McPherson, and Hood, 2011), indeed the individual must be able to adapt and must be willing to 
adapt to thrive in contexts in which stability is no longer ensured (Enache, Gonzales, Castillo, and 
Lordan, 2012; Gubler et al., 2014). Adaptability helps the individual redirect the path according to 
external stimuli, without waiting for external support (Hall and Moss, 1998), and without being 
terrified by change. It is conceived as a self-initiated skill (Inkson, 2006) that reflects the ability to 
change according to the need (Baruch, 2004; Niles, Herr, and Hartung, 2002).  
A protean career orientation also requires self-awareness about what one’s personal interests, 
needs, abilities and values that drive the career path are. Self-awareness is also the ability to form 
accurate self-perception by gathering external feedback (Gubler et al., 2014) and to identify the 
fundamental aspects that characterize ourselves and the personal values we want to follow in our 





(Hall and Moss, 1998). It gives the individuals a sense of security (Enache et al., 2012) in perceiving 
that they are going down a path that is in line with their fundamentals, and helps in coping with 
situations not in line with their values and objectives (Hall and Moss, 1998). 
In most research the two competencies are both considered requirements for a successful protean 
career (Mc Donald et al., 2005), or qualities needed simultaneously to develop a protean career 
(Hirschi et al., 2016), or competencies that facilitate continuous learning (Waters et al., 2015), which 
result in a higher level of career self-directedness (Verbruggen and Sels, 2008). Despite a consensus 
on their being intertwined, due to different conceptualizations and measures of both protean career 
orientation and competencies, in the literature there is no definitive answer on how the two constructs 
are related (see Hirschi et al., 2016). 
According to previous studies (e.g. Verbruggen and Sels, 2008), our proposition considers 
adaptability and self-awareness to be enablers and antecedents of a protean career orientation. Indeed, 
if the individuals are not personally flexible, and do not show adaptability behaviors, it is unlikely 
that they will adopt a protean career attitude, which implies the possibility of frequent changes of role 
or environment that they are not able to manage. At the same time, it is difficult to believe that the 
individuals will approach their career thinking about pursuing their own values if they are not aware 
of what their values and strengths are, because it would result in a frustrating situation. As stated by 
Buchner (2007), self-awareness and adaptability in the protean career framework are referable to self-
awareness and adaptability competencies captured in the emotional and social intelligence literature. 
These competencies are behavioral manifestations of emotional and social intelligence, and refer to 
the awareness and management of one’s own and others’ emotions (Boyatzis, 2009, 2011). Therefore, 
we posit that: 







In the literature no studies have examined whether, besides self-awareness and adaptability, other 
emotional and social competencies may influence the adoption of a protean career orientation. Career 
growth, which is one of the main values of a protean career (Hall, 2004), requires the ability of self-
management. Moreover, as stated by Hall (1996), this new career orientation requires connections 
and interactions with others, thereby implying the ability to manage relationships. One of the 
important emotional competencies linked to self-directedness is achievement orientation (Segers, 
Inceoglu, Vloeberghs, Bartram, and Henderickx, 2008), which reflects the ability to take concrete 
initiatives for, and be committed to, a continuous improvement toward the accomplishment of 
challenging objectives (Boyatzis, 2009). Protean career orientation presupposes the willingness to 
pursue a continuous personal growth through learning cycles in which the workers tends to increase 
their performance (Hall, 1996). Gasteiger (2007) empirically showed that managers with a high 
protean career orientation tended to strive for personal growth. Being able to act in order to improve 
one’s performance increases the likelihood of thinking that, even if challenging and unsecure, it 
would be possible to pursue a value-driven career. According to motivation orientation theory, 
individuals who attain learning goals view tasks in terms of effort rather than ability (Wiegan and 
Geller, 2005), which makes them less threatened by failure “because failure reflects on their effort 
rather than their ability” (Martin, 2002, p.39). Therefore, they see failure as diagnostic feedback that 
can lead to improvement at a later time (Middleton and Midgley, 1997), and respond to setback with 
effort and proactive strategy, persisting with optimism and energy.  
This ability to perceive problems more as challenges to overcome than as obstacles and the ability 
to create a positive vision of the environment that surrounds the individuals and of their own future 
is defined in the competency literature as positive outlook (Boyatzis, 2009). Individuals with positive 
expectations about future events are more likely to assume a proactive career orientation since they 
perceive career changes not as threats but as opportunities for learning and professional advancements 
(Fugate, Kinicki, and Ashforth, 2004). A positive outlook seems necessary to believe that despite the 





line with one’s values. Both competencies characterizing learning goal attainment may influence the 
adoption of a protean career orientation, thus, we maintain that:  
H1b: Learning goal competencies (achievement orientation and positive outlook) positively 
influence protean career orientation. 
 
Even if protean career-oriented people are more focused on the self, social competencies related 
to effectively understand the environment and influence others may also explain the adoption of a 
protean orientation toward career. The ability to recognize power relationships, the values and culture 
that regulate organizations (Boyatzis, 2009, 2011), which is defined as organizational awareness, may 
foster the attitude toward examining the environment and different organizations, interpreting their 
values and culture, in order to identify the companies in line with one’s own values. Moreover, we 
state that people who demonstrate persuasion and inspirational leadership will also have a stronger 
attitude toward a protean career. As pointed out by Briscoe and Hall (2006), having a protean 
orientation not only means being oriented towards directing oneself, but also learning to provide 
guidance for other people. For people who are able to persuade, guide and inspire not only themselves 
but also others, following a career path in line with values and objectives may be easier, due to the 
ability to create consensus around these values, inspiring and convincing others to follow their 
guidelines. Finally, in the protean career concept, the constant presence of change is also a 
fundamental issue. In order to adopt a protean perspective, people need to be open to change 
(Gasteiger, 2007) and to be able to deal with it. This is described as the ability to be a change catalyst, 
not being afraid of change, but rather favoring it despite opposition (Carter and Chu-May, 2012). 
Briscoe et al. (2012) found a positive relationship between active coping with change and the self-
directed aspect of protean career orientation. The competency of being a change catalyst encompasses 
the ability to recognize the need for change and remove barriers to change, which may be extremely 
helpful in understanding when the career path needs to proceed to the next step or how the current 





situation that is contrary to the principles of the workers, they will be able to make changes in their 
work and life (Hall and Moss, 1998). Therefore, we expect that: 
H1c: Competencies related to understanding and influencing the environment (organizational 
awareness, influence, inspirational leadership and change catalyst) positively affect protean career 
orientation. 
 
3.3.3 Protean career orientation and employability 
Looking at the outcomes of protean career orientation, most studies have focused on its relationship 
with subjective or objective career success (Gubler et al., 2014). Only recently some researchers have 
started to analyze the impact of a protean career on employability. Very different definitions of 
employability are present in the literature. In general, employability is considered an indicator of the 
chance to work (Forrier and Sels, 2003), in which “work” can be seen from a full-employment 
institutional perspective, with the organizational view of matching labor supply and demand, and with 
the individual meaning of having the chance of a job or a career (Thijssen, Van der Heijden, and 
Rocco, 2008). Another definition given by McArdle et al. 2007 (p. 248) states that employability is 
“the ability to gain and maintain employment, both within and across organizations.” This ability is 
examined by some authors as a set of individual characteristics (including attitudes, expectations and 
behaviors) that the individual puts in place both in the labor market and on the job and are considered 
determinants of employment chances (Peck and Theodore, 2000).  
Measures of employability consider both a subjective dimension, which refers to the individual 
perception or belief that one will obtain sustainable employment appropriate to one’s qualification 
level (Rothwell, Herbert, and Rothwell, 2008), and an objective dimension, which relies on the 
individual ability to obtain and retain jobs either in the current organization or with a different 
employer (Lysova, Jansen, Khapova, Plomp, and Tims, 2018). In contrast to employment, which 
assumes a static perspective, the concept of employability presents a dynamic and future-oriented 





movement in and across the internal or external labor market and of finding employment that matches 
current attributes, provides opportunities to develop skills and capabilities to enhance future job 
prospects, and leads to job satisfaction and career success.” 
Both a protean career and employability underline mobility and continuous personal development 
as elements of the new career environment. However, no empirical studies have been conducted to 
test the impact of PCO on measures of objective employability. Protean self-directedness may lead 
individuals to scan the environment frequently in order to have more chances to identify job 
opportunities that fulfill their expectations (Bozionelos and Bozionelos, 2015). In addition, self-
managing one’s career induces individuals to seek and exploit by themselves opportunities for 
improving knowledge and acquiring new skills that are demanded by the market, thereby enhancing 
their employability (Bozionelos and Bozionelos, 2015).  
Even when considering re-employment, Waters et al. (2014) emphasized that self-directedness 
helps concentration and control over uncertain periods, and a protean career orientation helps a person 
clarify and express his/her values during unemployment and to retain a sense of identity (Zafar et al., 
2017). The value-driven aspect of a protean career should also favor the setting of appealing and 
personal rewarding goals, which in turn will make the individual more motivated and perseverant in 
their achievement. Employability benefits from perseverance and motivation, which are very 
important and appreciated characteristics and facilitate employment (Bozionelos and Bozionelos, 
2015).  
Under this considerations we expect that: 
H2: People with higher protean career orientation will show higher objective employability. 
 
Other authors looking at employability have focused more on its subjective side, which “concerns 
the workers’ perceptions about available job opportunities” (De Cuyper et al., 2014: 537). Perceived 
employability is the perception of employment possibilities with the current employer (i.e. on the 





DeWitte, 2008, 2010; Rothwell and Arnold, 2007). According to Berntson, Sverke, and Marklund 
(2006), the sense of being employable, the capacity to evaluate one’s ability to get a job or a new job, 
is one of the most critical aspects of major organizational changes. A few recent studies have 
investigated the relationship between protean career orientation and perceived employability (Zafar 
et al., 2017), finding a positive relationship. Individuals who self-direct their career are expected to 
focus on continuous learning, increasing the perception of being employable (Lin, 2015). 
Furthermore, individuals’ values driving their careers are aimed at pursuing meaningful career goals 
guided by motives, and needs that are aligned with their personal aspirations. Therefore, they are 
spurred toward a process of professional growth that positively influences perceived employability.  
Therefore, we expect that:  
H3: People with higher protean career orientation will show higher perceived employability. 
 
3.4 Method 
3.4.1 Sample and data collection 
The initial sample of the research comprised a group of 424 Italian master’s students who, between 
2013 and 2016, took part in elective courses aimed at acquiring awareness regarding the importance 
of behavioral competencies. During the courses, at time 1, all students took part in a 360-degree 
assessment of their behavioral competencies. In fall 2016, at time 2, we asked all participants to 
complete an online survey concerning the other variables of the study described below. Thus, first, 
we introduced temporal separation in the collection of variables; second, we considered a time frame 
in which students needed to approach the job market more closely and derive employability 
perceptions through market comparisons and response (DiRenzo and Greenhaus, 2011).  
Despite the use of reminders to encourage participation, the answer rate in the second data collection 
was about 30 percent of the initial sample. This is mainly explained by the absence of incentives for 





the sample were females, with an average age of 27; 66 percent of the sample comprised students 
with an economic-scientific background, and 34 percent had a humanistic-linguistic background. The 
time delay between time 1 and time 2 ranged from 9 to 38 months.  
We addressed the potential nonresponse bias by checking for differences between the group of 
respondents and the group of nonrespondents on several key attributes: age, gender, field of study 
and final grade for their Bachelor’s degree (Lindner, Murphy, and Briers, 2001; Miller and Smith, 
1983). No significant differences were found when comparing the average age (p-value = 0.269), and 
no significant difference was observed in the proportion of females and males in the two groups (p-
value = 0.910). The proportion of students coming from the two categories of the disciplinary field 
of study was not significantly different between the two groups (p-value = 0.557). The null hypothesis 
of an equal mean of the final grade for the Bachelor’s degree failed to be rejected (p-value = 0.145). 
 
3.4.2 Measures 
Behavioral competencies. Seven out of the eight competencies analyzed were assessed through 
the Emotional and Social Competency Inventory – University Version (ESCI-U), which is a 360-
degree assessment measure based on behavioral indicators (Boyatzis and Sala, 2004), namely self-
awareness, adaptability, achievement orientation, positive outlook, organizational awareness, 
leadership and influence. The competency “Change Catalyst” was measured using the previous 
version of the model (ECI – Emotional Competency Inventory). Previous research determined the 
reliability and validity of the ESCI-U scale as well as of the previous versions of the model, including 
cross-cultural contexts (Boyatzis, Goleman, and Rhee, 1999; Boyatzis and Sala, 2004; Padilla-
Meléndez, Fernández-Gámez, and Molina-Gómez, 2014). The eight competencies analyzed and their 
definition are summarized in Table 3.1.  
Due to the bias that can usually characterize self-evaluations (Taylor, 2010), we conducted the 





students to nominate people who knew them well and saw them in action, and were therefore able to 
assess their behavior. External raters could belong to both the personal and the professional sphere in 
order to integrate different observations and define a more comprehensive assessment, thereby 
addressing the problem of single response bias. The tendency to inflate one’s own evaluation by 
nominating raters that will be generous in grading was minimized by the fact that raters were asked 
to seek and give an open and honest judgment in order to help the student carry forward a personal 
development process and identify their most and least demonstrated competencies. Moreover, 
external evaluators were assured of complete anonymity. We applied some criteria in order to restrict 
the sample to reliable respondents and excluded from the analysis raters that presented 90 percent of 
answers or more with the same value, raters who demonstrated in their evaluation a difference of 
more than nine points between the set of items referred to one competency, and raters who declared 
they knew the student “not at all well”. Moreover we checked for possible outliers.  
Protean career orientation. We relied on the scale proposed by Baruch (2014). In contrast to the 
Briscoe et al.’s (2006) traditional measure, this scale was more appropriate for the sample of the study 
because it does not address situations that are referable exclusively to an already developed career 
path. As suggested by the author (Baruch, 2014), for a shorter version of the scale applicable to a 
students’ population, two out of seven items were dropped. The five items adopted refer to conceiving 
one’s career in a self-direct, value driven, flexible way (e.g. “For me, career success is how I am 
doing against my goals and values”, “I am in charge of my own career”, “Freedom and autonomy are 
driving forces in my career”, Baruch, 2014 p. 2708). Participants were asked to use a seven-point 
Likert scale ranging from 1=strongly disagree to 7=strongly agree.  
Perceived employability. We adopted the four items formulated by De Witte (1992), which have 
already been used in many previous studies (see, for example, De Cuyper, Bernhard-Oettel, Berntson, 
De Witte, and Alarco, 2008; De Cuyper et al., 2014; Guest, Isaksson, and De Witte, 2010). Answers 





Objective employability. As was common practice in previous studies (see, for example, Kanfer, 
Wanberg, and Kantrowitz, 2001; Koen, Klehe, Van Vianen, Zikic, and Nauta, 2010), employability 
was measured by the number of job offers received from time 1 to time 2 that are coherent with the 
student’s idea of a future career. This measure embodies a future-oriented nature, namely the 
likelihood of identifying and realizing career opportunities. 
Control variables. Previous studies emphasized that demographic variables may have an impact 
on protean career orientation; however, results were not always consistent. For example, in the study 
of Segers et al. (2008), no differences between men and women were observed in terms of being self-
directed, while women appeared more value driven than men. On the other hand, Hofstetter and 
Rosenblatt (2017) found that men tended to be more protean oriented. Therefore, we included gender 
in the analysis. As for age, previous studies pointed out that in contexts in which younger individuals 
are considered more attractive for the labor market, they perceive themselves as more employable 
(De Vos, Forrier, Van der Heijden, and De Cuyper, 2017). In contrast, older people may display 
higher perceived employability because they rely on their experience. We also included as a control 
variable the field of study, measured as a dichotomous variable in which 0 = economic-scientific field 
of study, and 1 = humanistic-linguistic field of study, due to its possible impact on perceived 
employability (Rothwell et al., 2008), but also on employability. Graduates in different fields of 
studies may have a different perception of being employable and may have different job opportunities 
in the labor market. Moreover, we took into account the time delay between time 1 and time 2 










Table 3.1 - Behavioral competencies included in the study and definitions 
Self-awareness: capacity to be in tune with your inner self and being aware of one’s own emotions, strengths and 
weaknesses and guiding values.  
Adaptability: capacity to manage different needs without being distracted or wasting energy, adapting flexibly to new 
challenges, readily metabolizing change, thinking promptly when facing new information or situations. 
Achievement orientation: capacity to ask yourself for high quality standards to try to constantly improve your results, 
setting challenging and measurable goals, calculating risks and acquiring and transmitting continuously new ways to 
improve. 
Positive outlook: capacity to read a momentary failure as an opportunity rather than a threat, perceiving others in a 
positive way and having confidence in future and change. 
Organizational awareness: capacity to locate and decipher social networks and power relations, being able to 
understand the "political" balance in any organization and guiding values and unspoken rules that govern the behavior 
of its members. 
Influence: capacity to turn to a partner in a persuasive way, procuring the support of key people and building a network 
of support for an activity, being able to turn to others in a convincing and compelling way. 
Inspirational leadership: capacity to lead others triggering phenomena involving emotional resonance, instilling a sense 
of pride and inspiring people through a compelling vision, bringing out their best aspects. 
Change catalyst: capacity to recognize when a change is necessary, defending the need to change even when facing 
obstacles and finding practical solutions for its adoption. Personally leading the change. 




To test our hypotheses, we followed a three-step procedure that allowed us to test our theoretical 
model using Structural Equation Modeling (SEM).  
First, in order to simplify the model and reduce the number of parameters, we used Partial Least 
Squares-Path Modeling (PLS-PM) to assess the measurement model of the three independent variable 
factors (competency clusters). The loadings obtained for each competency cluster are presented in 







Table 3.2 - Competency clusters factor loadings 







Self-awareness .65   
Adaptability .97   
Achievement orientation  .96  
Positive outlook  .88  
Organizational awareness   .69 
Influence   .90 
Inspirational leadership   .90 
Change catalyst   .88 
 
Second, we assessed the mono-dimensionality of the two scales used to measure protean career 
orientation and perceived employability. As regards PCO, confirmatory factor analysis showed that 
the construct is not mono-dimensional. Indeed, analyzing the items of the scale, they relate to different 
facets (Bisbe, Batista-Foguet, and Chenhall, 2007) that constitute PCO: being coherent with 
objectives and values, being responsible for career and development, freedom and autonomy, and 
flexibility at the workplace. The absence of mono-dimensionality was also pointed out with other 
scales measuring PCO, such as Briscoe et al. (2006) (Baruch, 2014). Theoretical weights that 
delineate the importance of each item are not present in the literature. Therefore, we used PLS-PM, 
which allows the amount of explained variance to be maximized (Quereshi and Compeau, 2009) in 
order to obtain factor scores.  
The scale we used to measure perceived employability resulted in being mono-dimensional. 
Loadings ranged from .77 to .93, and the Cronbach’s alpha was .95. 
Third, we used SEM to test the theoretical model summarized in Figure 3.1. The scores obtained 





field of study and time delay between time 1 and time 2 were initially entered as control variables. 
Gender was not found to be related to outcome variables, therefore it was removed.  
 
Figure 3.1 - The relationship between behavioral competencies, PCO, employability and perceived 
employability (SEM model)  
 




Descriptive statistics and correlations of the main variables of the study are reported in Table 3.3.  
Global fit indexes [Satorra-Bentler chi-square χ2=33.81, df=36; root mean square error of 
approximation (RMSEA)=.00; CI (RMSEA)=.00 - .06, PCI=.90; standardized root mean square 
residual (SRMR)=.03; comparative fit index (CFI)=1.00] show good model fit according to the 





Table 3.3 - Descriptive statistics and correlations  
 








8.29 0.71 .504**                       








7.80 0.59 .423** .601** .724** .518**                 




7.28 0.96 .431** .637** .731** .683** .537** .811**             












2.09 2.18 -.063 .061 .077 -.006 -.007 .159 .106 .218* .292** .334**     
12 Time slack 24.68 7.70 .007 -.137 .039 -.016 -.082 .136 .065 .017 -.007 -.048 .234*   
13 Age 27.26 3.57 .061 .023 .124 -.027 .092 .037 .010 .087 .012 .090 -.118 .325** 
 
N 120   
            





Table 3.4 - Model global fit indexes  
 
SB-2(df) RMSEA CIRMSEA PCl CFI SRMSR 
Model1  33.81(36) .00 .00; .06 .90 1.0 .03 
  (a) (b) (c) (d) (e) (f) 
Note: (a) Satorra-Bentler chi square (degrees of freedom); (b), (c), (d) RMSEA, confidence interval, and 





In analyzing detailed diagnostics, we detected an item specificity due to the wording of two 
items of the scale on perceived employability. Consequently, we allowed for correlation 
between the two error terms. 
Examination of the path in the final model supports the hypothesis of the influence of the 
three competency clusters on PCO. The structural equation for Hypotheses 1a, 1b and 1c 
showed a problem of multicollinearity, with the protean career competencies cluster being 
highly correlated (>.90) with both the learning goal competencies and understanding and 
influencing the environment competencies clusters. This implies that point estimates and 
significance cannot be interpreted; however, r2 is a reliable measure of the percentage of 
variation of the dependent variable explained by the independent variables. The three clusters 
of competencies together explained 28 percent of the variance of PCO. To cope with 
multicollinearity, we removed the variable protean career competencies from the model and 
found that the positive effect of the other two clusters explained 19 percent of the dependent 
variable, implying that 9 percent of the variance is explained by protean career competencies. 
In Figure 1, the estimates concerning the impact of competency clusters on PCO are obtained 
by running two different models in which respectively only protean career competencies, and 
only learning goal and understanding and influencing the environment competencies were 
included.  
Hypothesis 2 was also strongly supported by the findings, highlighting a positive significant 





show that also age (p-value=.00) and the field of study (p-value=.00) have a significant impact 
on perceived employability, describing students from the economics and science field with 
higher subjective employability.  
Hypothesis 3, which posits the relationship between PCO and objective employability, was 
also supported (p-value=.00). Differences between time 1 and time 2 (p-value=0.00) also affect 
objective employability, showing that graduates who might have had more time to explore the 
labor market, as expected, received a higher number of job offers.  
 
3.6 Discussion  
3.6.1 Theoretical implications 
This study addressed the recent call for a more in-depth investigation of the antecedents and 
outcomes of the protean career orientation concept. Our findings made a number of 
contributions both to the competency-based field, by analyzing relevant outcomes of the display 
of behavioral competencies, and to the career management field, by suggesting that the set of 
behavioral competencies that can influence a protean career orientation may be broader than 
the one previously considered in the literature. Moreover, it has advanced the research on 
protean careers by analyzing what the effects of being protean oriented may be on 
employability.  
Firstly, we theoretically and empirically clarify the relationships between PCO and three 
main clusters of behavioral competencies. Previous literature in the field focused only on 
adaptability and self-awareness – defined in this study as protean career competencies – often 
without including them in empirical analysis (Gubler et al., 2014). Our findings not only 
provided support for the positive effect of adaptability and self-awareness, but also confirmed 
that the use of a broader set of behavioral competencies enables young individuals entering the 





results suggest that being able to manage oneself to pursue learning goals, and to understand 
and influence the environment, leads individuals to be more inclined to adopt a protean career 
orientation. Therefore, besides being able to adapt to changing demands and being aware of 
one’s own identity, self-directed and value-driven careers are promoted by competencies that 
enable individuals to set and measure challenging goals and to perceive events in a positive 
way with confidence in the future and change. The findings also highlighted the relevant role 
of capabilities that allow individuals to recognize the values and cultures of organizations and 
how they affect the way people act and behave, of the ability to lead and influence others, and 
recognize and promote change personally. 
Secondly, beyond shedding light on the relevance of behavioral competencies in promoting 
a protean career orientation, we analyzed a more complex nomological network, which takes 
into account the effect of protean career orientation on perceived employability and 
employability in terms of job offers. The results concerning perceived employability are 
consistent with previous recent studies (Lin, 2015; Zafar et al., 2017), showing that people who 
conceive career in a protean way also feel they are more employable. The second significant 
result highlighted that the number of job offers is greater for those graduates who are more 
protean career oriented. Therefore, our study contributed to identifying an aspect that enables 
young individuals at the early stage of their career to be more attractive and more successful in 
their job search. Protean individuals direct their personal development according to the 
changing market demands becoming more attractive for employers. Moreover, a protean 
individual is more likely to actively search for job opportunities rather than wait for 
opportunities to come up. This also happens because job offers may not be in line with their 
values and growing objectives, so they need to look for something that is consistent with their 





individual-organizational fit (O’Reilly, Chatman, and Caldwell, 1991) already postulated by 
the major theories of vocational choice (Holland, 1985; Super, 1957). 
 
3.6.2 Practical implications  
The present research carries practical implications from educational and managerial 
perspectives. First, since “being protean” is not an innate trait but a malleable orientation, it can 
be promoted by developing the portfolio of behavioral competencies. Favoring the adoption of 
a protean approach by young people helps them assume control over their careers and empowers 
them in the realization of their full potential independently from the organizational context. 
Dedicated programs and career services provided by higher educational institutions may help 
young individuals conceive their career as a calling, and make career choices with discernment 
according to their inner values and needs. Second, the fast-moving economical context is now 
characterized by short learning cycles, which can rapidly make acquired technical skills 
obsolete. This implies that young individuals need to be able to take charge of their career in a 
flexible way, with a willingness to change and improve over time. In order to develop a protean 
career orientation, people need to be equipped with behavioral competencies that are seldom 
formally trained. Much more attention must be given to behavioral competency development 
in higher institutions in order to help young people approach the labor market in a more 
conscious and protean way. In terms of managerial implications, to ensure effective recruitment 
of graduates with a protean career orientation, employers are advised to assess their behavioral 
competencies, which have been shown to positively influence this value-driven and self-
directed approach to career management. Moreover, during the recruitment process employers 
should devote attention to the personal values of candidates and investigate the fit with the 





orientation, employers may clarify to candidates how the organization can support them in their 
continuous learning goals and career advancement in line with their personal aspirations. 
 
3.6.3 Limitations and future research directions 
Our paper has some limitations that should be addressed in future research. First, our study 
focused only on graduates’ protean career orientation, without exploring whether the protean 
orientation is then exploited in a career path driven by protean characteristics (as suggested by 
Gubler et al., 2014). Future studies should adopt a longitudinal design in order to analyze 
whether behavioral competencies influence not only the orientation toward a protean career, 
but also the actual implementation of this orientation. A longitudinal design may also provide 
the opportunity to verify if, after the first working experiences, a protean career orientation 
drives the willingness of improving or acquiring new competencies, following the idea of 
learning cycles attained by protean career oriented individuals (Hall, 1996). This implies 
creating a circular model in which the relationship between protean career and behavioral 
competencies is explained by a process in which behavioral competencies are inputs and 
outputs of the protean career orientation. 
Second, the results are based on a sample of students from a single university in Italy. Although 
we found it to be an interesting context of study, future cross-cultural studies may replicate this 
research in order to assess the generalizability of findings in other contexts.  
This study specifically adopts an individual level perspective, however, it is essential to 
underline that some external macro level factors may play as constraints in shaping one’s career 
orientation (Arnold and Cohen, 2008). In previous studies, the external context has been mainly 
analyzed referring to cultural characteristics (Sullivan and Arthur, 2006). Contrasting 
individualistic countries, where the protean career orientation construct was developed, with 





culture-bond. Findings of a study on managers in Singapore tend to support the generalizability 
of self-oriented career orientation across cultures (Chay and Aryee, 1999). Similarly, Agarwala 
(2008) showed that Indian management students demonstrated higher protean career orientation 
than conventional career orientation. Looking at other cultural attributes, Segers et al. (2008) 
found that individuals living in low masculine cultures were more value-driven, while people 
living in low power distance cultures were more self-directed. Besides cultural characteristics, 
other external boundaries forces has been mainly neglected (Arnold and Cohen, 2008). Forrier, 
Sels, and Stynen (2009) identify structure of risks and opportunities, the opportunities to 
maintain and enhance one’s movement capital, and shock events as three main structural 
restrictions to transitions in career. Moreover, labor market regulation and unemployment rate 
may influence career orientation. Under the assumption that the key to jobs growth lay in more 
flexible labor markets, starting from the 90’s, not only Italy, but also many other European 
countries started a deregulation process of the labor market (Heyes and Lewis, 2014). Despite 
a common deregulation path undertaken by European countries, Italy presents some peculiar 
labor market entry characteristics, such as higher difficulties in market entry and higher youth 
unemployment (Scherer, 2005). Annual youth unemployment rate in 2016 was 37.8 percent, 
compared to the 18.7 percent European average (International Labour Organization, 2017). In 
2005, Scherer highlighted also a higher career stability once entered the labor market in the 
Italian context. However, due to the deregulation of the labor market, in the period 2002-2015 
the amount of young individuals with fixed-term contract increased 26 percentage points, and 
in 2017 occupation increased mainly due to fixed-term contracts (+26.3 percent) and 
apprenticeship (+ 25.9 percent) (International Labour Organization, 2017).  
High unemployment rates may have a negative influence on the development of protean career 
orientation in young individuals, as it may result in the willingness of finding a job regardless 





career mobility can challenge the confidence of being able to practice one's autonomy and 
demonstrate competence. However, the study conducted by Briscoe et al. (2012) in the midst 
of the economic crisis, in a region of the U.S. in which unemployment rate grew 277 percent in 
one year, showed that, as in stable economic situations, self-directed protean attitudes were 
directly related to performance, career success, and psychological well-being. The authors 
(Briscoe et al., 2012) maintain that protean career attitudes may help employees cope with 
uncertain career environments. However, the impact of protean career attitude in contexts of 
chronic unemployment is still unclear. 
Third, other socio-economic variables may influence the adoption of a protean career 
orientation, such as socio-economic class, which may be positively related to a protean 
orientation, and parents’ job positions, which some previous studies showed to be associated 
with children’s career aspirations (Agarwala, 2008). We therefore suggest to take these 
variables into account in future research.  
Lastly, possible extraneous variables, such as self-confidence, self-efficacy, or personality 
traits, may influence both protean career orientation and perceived employability, thus need to 
be acknowledged as threats to the validity of the statistical conclusions. 
 
3.7 Conclusion 
In conclusion, the current study examined the effect of behavioral competencies on protean 
career orientation and the positive outcomes of protean career orientation in terms of 
employability in a sample of newly graduated students. The study findings build on previous 
research, supporting the importance of possessing the competencies of adaptability and self-
awareness to enable individuals to adopt a protean orientation. Moreover, the study adds 
evidence on the fact that other behavioral competencies that were not previously considered by 





relationship, not only for theoretical reasons, but also to understand better how to help young 
individuals develop a meaningful value-driven and self-directed approach to their career.  
Furthermore, this study shows that a protean career orientation leads to positive employability 
outcomes, not only in terms of the perception of one’s ability to find a job, but also in terms of 
the number of job offers. This result is particularly meaningful in helping students face labor 
market entry. In order to address the external validity of these findings, we suggest replicating 
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The assessment of behavioral competencies: 













This paper adds to the current debate on behavioral competencies through the development and 
the validation of an instrument which aims at measuring a comprehensive set of 31 behavioral 
competencies. Based on literature review and empirical investigation, the developed instrument 
is intended to update and enlarge existing scales overcoming their limits. In order to test their 
validity and reliability, the newly developed scales were tested in five different studies on 
samples of students and practitioners from different cultural settings. Theoretical and practical 
implications are discussed.  




In the last decades, behavioral competencies have radically changed both the working and 
training environments by giving a new perspective on what mostly influences performance at 
the individual level. The research movement on behavioral competencies started in the ‘70s 
with the seminal work of Richard Boyatzis and subsequently David McClelland (1973), driven 
by dissatisfaction with the capacity of traditional intelligence measures to explain significant 
variances in performance. Indeed, behavioral competencies demonstrated to be a more accurate 
predictor of personal and professional success than cognitive knowledge (Covey, 1996; 
Goleman, 1998a, 1998b; Sigmar, Hynes, and Hill, 2012), general intelligence, or personality 
(Boyatzis, Rochford, and Cavanaugh, 2017), and are nowadays considered one of the most 
valuable characteristics in the workplace (Azevedo, Apfelthaler, and Hurst, 2012) as well as for 
people’s employability (Hogan, Premuzic, and Kaiser, 2013). Moreover, from an educational 





emphasis on the overall individual capacities rather than on specific technical skills (Mikulic, 
Crespi, and Radusky, 2015). Despite the relevance of this concept, measuring behavioral 
competencies has always faced some challenges: the existence of a big set of behavioral 
competencies and the complexity of these constructs. Most existing models and relative 
assessment measures focus on parsimony and redundancy as the main criteria, therefore they 
consider relatively small sets of competencies and narrow their evaluation to very similar 
behaviors, underestimating the complexity of some constructs, which may not be 
unidimensional, but constituted by multiple sub-dimensions (Bisbe, Batista-Foguet, and 
Chenhall, 2007). This may limit scholars’ ability to reliably capture patterns of behavior that 
drive effectiveness. Moreover, many existing codebooks and models were developed in the 
‘80s and ‘90s. Nowadays the complexity of the organizational contexts in which individuals 
are asked to act and make decisions requires due consideration and understanding of other 
competencies that have newly emerged as relevant. As such, the purpose of this paper is to 
develop and validate a new framework and scale to assess a comprehensive set of 31 behavioral 
competencies. By grounding the items both on scientific literature and empirical investigation, 
we aim to provide an instrument that scholars can use for research in this area. 
In the next sections, we first review the state of the art and present the main characteristics 
of the new framework. Second, we describe the stages of scale development following five 
steps. In Stage I, we present the item generation processes. In Stage II, we describe item 
reduction and address reactivity threats and construct validity. In Stage III, we perform 
Exploratory Factor Analysis and analyze reliability. In Stage IV, we perform Confirmatory 
Factor Analysis and we group competencies according to second-order factors. In Stage V, we 
address criterion validity using two different samples. Finally, we discuss the contributions 






4.3 Defining the framework 
The study of behavioral competencies represents one of the streams of Emotional 
Intelligence (EI) research. The concept of EI, as well as its measurement, has been subject to 
controversy for a long time (Spector and Johnson, 2006). Three main models dominate the field 
and are associated with different measurement strategies (for a more extensive review see 
Cherniss, 2010).  
Bar-On’s model on trait EI consists of five main components (intrapersonal skills, 
interpersonal skills, adaptability, stress management, and general mood) (Bar-On, 1997; Bar-
On, 2006) and has been operationalized through the emotional quotient inventory (EQ-i), whose 
latest version was published in 2011 (EQ-i 2.0) measuring 15 EI skills (Ackley, 2016). Trait EI 
has been operationalized primarily through self-report measures, even if the last revision also 
includes a 360 assessment.  
Another major model is based on the work of Mayer, Salovey, and Caruso (Mayer and 
Salovey, 1997), who consider EI as a mental ability. The four components of their model are: 
the ability to perceive emotions, the ability to use emotions to facilitate thought, the ability to 
understand emotions, and the ability to manage emotions. The measure associated with this 
model is an ability test (MSCEIT), which has right and wrong answers developed on the basis 
of consensus opinion in a general sample and the answers of 21 experts on emotions. MSCEIT 
is designed to measure an inborn skill: the ability to learn EQ skills, just as IQ measures the 
ability to learn various cognitive skills (Ackley, 2016). 
The behavioral approach, based on the work of Boyatzis and Goleman (Boyatzis and Sala, 
2004) and the influence of McClelland (1973) “refers to those competencies that are clearly 
linked to EI” (Cherniss, 2010: 115). A behavioral competency is defined as “a set of related but 
different sets of behaviors organized around an underlying construct called intent” (Boyatzis, 





described as behavioral indicators) and the intent that moves individuals to manifest the 
behaviors (which is made explicit in the definition of the competency). Differently from the 
previous two approaches, the behavioral one “offers a theoretical structure for the organization 
of personality and linking it to a theory of action and job performance” (Boyatzis, 2009: 757). 
Indeed, these behavioral capabilities have been shown to enable people pursue effectiveness in 
the organizational context (Beigi and Shirmohammadi, 2011; Brown, George-Curran, and 
Smith, 2003; Emmerling and Cherniss, 2003; Emmerling and Boyatzis, 2012; Williams, 2008; 
Zhang and Fan, 2013), but also to contribute to higher levels of psychological and physical 
well-being and more satisfying interpersonal relationships (Bisquerra Alzina and Pérez Escoda, 
2007; Pérez Escoda, Bisquerra, Filella, and Soldevila, 2010).  
Previous studies distinguished four main areas according to which competencies can be 
categorized: knowing one’s internal states, preferences, resources, and intuitions (self-
awareness cluster), the ability to recognize, understand, and manage one’s own emotions (self-
management cluster), the ability to handle relationships and awareness of others’ feelings, 
needs, and concerns (social awareness cluster), and the ability to induce desirable responses in 
others (relationship management cluster) (Boyatzis, 2009). The ESCI (Emotional and Social 
Competency Inventory) was designed and refined in 2006 as an assessment tool of this model 
(Boyatzis, 2016) and consists of 12 competencies. The ESCI is conceived as a multi-source 
feedback assessment, or 360 assessment, which allows to assess competencies adopting a 
multiple perspective asking the supervisor, as well as peers and subordinates to complete the 
same type of questionnaire. Differently from other measures of Emotional Intelligence (see 
Ackley, 2016 for a review), the ESCI assesses emotional and social competencies based on the 
person’s behavior or actions, using behavioral indicators and evaluating the frequency with 
which a person manifests the specific behavior. This tool showed desired levels of reliability 





recent, Mahon, Taylor, and Boyatzis, 2014; Miller, 2014; Quinn, 2015). Other instruments were 
developed adopting the behavioral approach, for example the Swinburne University Emotional 
Intelligence Test (Palmer and Stough, 2001), later known as GENOS EI (Stough and Gignac, 
2009), which assesses seven different emotional and social skills, and the SECI (Mikulic, et al., 
2015) which accounts for 9 different behavioral competencies. Besides these, other scales were 
developed in order to evaluate specific competencies, such as the Seligman attributional style 
questionnaire (SASQ), which measures optimism and resilience (Peterson and Villanova, 
1988); the Toronto Empathy Questionnaire (Spreng, McKinnon, Mar, and Levine, 2011); the 
Connor–Davidson Resilience Scale (CD-RISC) (Connor and Davidson, 2003). 
Although all these instruments are useful to evaluate behavioral competencies, and showed 
different validity and reliability attributes (see Cherniss, 2010; Ackley, 2016, Boyatzis, 2016), 
they seem limited in the range of competencies that they can assess and in the capacity to 
capture the skills that have been increasingly recognized in different streams of literature as 
those that support individuals in being effective in the present environment. As stated by 
Cherniss (2010) the “virtue of the broader models is that they bring together many of the 
emotional and social abilities that are important for success in school, work, and life into one 
framework” (Cherniss 2010: 114). Moreover, in recent years, economic, social, and cultural 
factors have shaped organizational activities, requiring a reconsideration of the skills necessary 
to be effective in this new scenario. These behaviors concern for example entrepreneurial 
behavior, innovation abilities, engagement in the group/organization, the ability to think outside 
the box or to think in a visionary fashion.  
Therefore in this study we want to overcome the tendency to create tools based on a limited 
set of emotional and social competencies. Indeed, a wider variety of behavior leading to 
successful outcomes occurs both in and outside the organizational context and needs to be 





flexible way according to the context. The second characteristic of this scale is that it is not 
intended to be focused only on MBA participants and managers, who have been the major target 
of existing scales, sometimes leading to tools that refer only to the organizational context and 
are not easily applicable to other environments. Some scales previously developed refer 
specifically to the organizational setting, and therefore are not easy to adopt in working 
environments different from companies, or with people who have little working experience. In 
contrast, this instrument was designed considering the possibility of applying it to different 
working and educational contexts. Moreover, differently from existing scales, which privileged 
internal consistency rather than variety of dimensions, this scale was defined taking into account 
the complexity of each included construct. In the item generation phase, we addressed all the 
highlighted gaps of the existing models. 
 
4.4 Stage I: item generation 
For the initial scale item generation, both deductive and inductive approaches were used 
(Hinkin, 1995). Concerning the deductive approach, an in-depth literature review was 
undertaken considering existing competency dictionaries/codebook which focused on the 
competencies needed to obtain effective results in leadership roles (e.g. Boyatzis, 1982; 
Boyatzis, 2009; Spencer and Spencer, 1993). Moreover, we searched for individual 
characteristics that drive effectiveness in emerging literature fields that analyze the behavioral 
aspects of innovation processes and entrepreneurship (e.g. Dyer, Gregersen, and Christensen, 
2008; Puccio, Mance, and Murdock, 2011). On one hand, growing competition leads 
organizations to focus more and more on the generation and implementation of innovation 
processes, and recently an expanding body of literature has begun to analyze cognitive and 
exploration competencies that help individuals generate new ideas. On the other hand, the 





and discretion. Analyzing entrepreneurship literature allowed us to explore behaviors related to 
self-management, autonomous decision making and implementation of activities. Furthermore, 
we considered contributions that provide a review of those behavioral capabilities currently 
perceived as the most important in the labor market by employers and recruiters (e.g. Azevedo 
et al., 2012; Robles, 2012), focusing on those that turned out to be predictors to job success.  
As far as the inductive approach is concerned, we conducted an empirical investigation of 
effective managerial and entrepreneurial roles operating in different industries. From its 
original stream of research started in the ’70s, the competency approach was derived inductively 
from work performance and effectiveness criteria (Boyatzis, 2009). The authors carried out 148 
interviews of high performance entrepreneurs, new product development team members, and 
project managers adopting the Behavioral Events Interview technique (Boyatzis, 1998; 
McClelland, 1998) during the period 2015-2017. This technique is a development of the Critical 
Incident Interview technique (Flanagan, 1954), which is focused on gathering information on 
recent and specific events and has been widely used to obtain rich and detailed information on 
the context, behaviors, and strategies adopted by the interviewee, and to structure qualitative 
data (Chell, 2004; Campion et al., 2011). Interviews are based on the collection of a series of 
recent concrete events drawn from personal working experiences in which the interviewee felt 
effective. The interview protocol required each respondent to recall four to five critical 
situations describing the context, the people involved, what he/she thought, felt, said and 
actually did, the problems encountered, the solutions and outcomes (Dainty, Cheng, and Moore, 
2005). The interview on behavioral episodes makes it possible to disclose behaviors without 
being affected by the distortion of social desirability (Rosete and Ciarrochi, 2005). The 
interviews were all recorded and transcribed verbatim and coded using Thematic Analysis 
(Boyatzis, 1998).The interviews were coded independently by the authors, in order to ensure 





allowed us to disclose especially those behaviors that were not previously captured by existing 
competency models, but consistently emerged in episodes of effectiveness. One example is the 
capacity to act consistently with the needs of the group and place the needs of the group above 
one’s own, defined as Commitment towards the group. An illustrative quotation is: “the renewal 
of the culture and the main department processes was achieved mainly thanks to a continuous 
dialogue and sharing of objectives and by giving maximum availability to colleagues even 
outside the working hours.” Moreover, field research enabled us to identify behavioral 
indicators that can be observed in different contexts. This also helped us define actions that can 
be activated in work and non-work settings for competencies that were previously identified in 
the literature, but were measured through strongly context specific scales (for instance, as 
illustrated below, Questioning, Observing, and Experimenting, from Dyer et al., 2008).  
Integrating existing competency models with emerging competencies from the literature 
and from the empirical analysis, we defined a framework of 31 behavioral competencies. 
Following the recommended procedure (Hinkin, 1998), we first agreed on the definition of each 
competency based on literature review, we identified its main characteristics in terms of related 
behavior, and set boundaries to limit overlapping with other constructs. The authors developed 
six items for each competency establishing clear links between scale items and their theoretical 
domain. 
The definitions and the main theoretical references for each of the 31 competencies 








Table 4.1 - Literature review development of items 
Competency Definition References 
Self-awareness The capacity to know and reflect on your own 
feelings, resources, and fundamental values 
Goleman, 1995  
Self-confidence The capacity to believe in yourself and your abilities Cox, 1964; Lampert and 
Rosenberg, 1975; 
Locander and Hermann, 
1979 
Empathy The capacity to listen carefully and put yourself in 
the others’ shoes 
Spencer and Spencer, 




The capacity to understand the informal 
relationships, the values and rules of a group 




The capacity to evaluate the relationship between 





The capacity to engage and act to achieve goals, 
measuring the progress made 
Spencer and Spencer, 
1993; Lee et al., 2003 
Resilience The capacity to bounce back from adversities and 
respond positively to them using your own resources 
Morris, Webb and 
Franklin, 2011; Fletcher 
and Sakar, 2013 
Initiative The capacity to act before it is imposed by the 
situation and to actively seek opportunities 
Boyatzis, 2009; Fay and 
Frese, 2001 
Change orientation The capacity to recognize the need for change, 
removing barriers and supporting its implementation 
Messman and Mulder, 
2012; Scott and Bruce, 
1994; Boyatzis, 1982 
Flexibility The capacity to adapt by changing your behaviors in 
the face of change, unexpected or different situations 
Boyatzis, 2009 
Self-control The capacity to retain control of your emotions and 
reactions in stressful or emotional situations 
Boyatzis, 1982 
Accuracy The capacity to perform activities with order and 
precision 
Spencer and Spencer, 
1993:  
Risk taking The capacity to take risks and take responsibility for 
your decisions 
Hung et al., 2012; Zhao, 
Seibert and Hills, 2005 
Risk management The capacity to identify in advance possible negative 
impacts of uncertain activities and contain losses 
Morris et al., 2011 
Persuasion The capacity to convince other people of the value of 






Conflict management The ability to solve conflicts between people De Dreu and Van Vianen, 
2001; Montoya-Weiss, 
Massey and Song, 2001 
Team working The capacity to collaborate with the members of a 
group and to feel part of it 
Boyatzis, 2009; Salas et 
al., 2016 
Developing others The capacity to encourage, support and provide 
resources for the improvement and growth of other 
people 
Boyatzis, 2009; Boyatzis 
et al., 2012 
Networking The capacity to create, maintain, and use personal 
relationships to achieve goals 
Snell et al 2014; Boyatzis, 
2009; Goleman 1998 
Leadership The capacity to lead a group, inspire and motivate it Goleman, 1998 
Customer focus The ability to understand other people’s needs 
paying attention to their satisfaction 
Narver and Slater, 1990; 
Spencer and Spencer, 
1993 
System thinking The capacity to break down complex problems and 
understand cause-and-effect relations between the 
parties 
Boyatzis, 1982; Spencer 
and Spencer, 1993 
Diagnostic thinking The capacity to conduct an accurate examination of 
the situation, describing the nature of the problem 
Puccio, Mance and 
Murdock, 2011 
Pattern recognition The capacity to recognize similarities among issues 
and make connections between concepts of different 
domains 
Boyatzis, 1982; Baron, 
2006; Gentner, 1989 
Lateral thinking The capacity to find solutions by adopting 
unconventional perspectives 
De Bono, 1970; De Bono, 
2015 
Questioning The capacity to ask questions in order to gather 
information and question the current situation 
Dyer, Gregersen and 
Christensen, 2008; 
Messman and Mulder, 
2012 
Observing The capacity to observe the environment around you 
and different contexts with the aim of finding new 
ideas 
Dyer, Gregersen and 
Christensen, 2008; De 
Jong and Den Hartog, 
2010 
Exploring The capacity to explore new ideas through 
experiments and trials 
Dyer, Gregersen and 
Christensen, 2008 
Visionary thinking The capacity to create and articulate a clear picture 
of the future and define actions and objectives 
necessary to achieve it 
Puccio, Mance and 
Murdock, 2011; Westley 
and Mintzberg, 1989 
Commitment toward 
the group 
Being responsible and acting for the good of the 
group 
Spencer and Spencer, 
1993 
Integrity Being consistent with yourself Palansky and Yammarino 





Compared with existing models, new competencies that have been shown to be important 
nowadays have been included. One example is Lateral thinking, which expresses the ability to 
explore different ways of examining a challenging task instead of accepting what appears to be 
the solution and going forward (De Bono, 2015). Lateral thinking relates to moving across 
patterns in a self-organizing information system. Contrary to vertical thinking, which logically 
builds on existing patterns, lateral thinking seeks to restructure existing patterns by identifying 
different or unconventional ways and directions of solving a problem (Hernandez and Varkey, 
2008). Even if it may be the basis of creativity, the two concepts are not overlapping as 
explained by De Bono (2015). 
Another competency of interest is Integrity which has often been related to authentic 
leadership, and is often expected from people in responsibility positions (Palanski and 
Yammarino, 2007), but not always deployed. Previous studies discovered that behavioral 
integrity is related to performance as well as to positive behaviors and intentions of followers 
(Dineen et al., 2006; Peterson, 2004). Relying on the work of Palansky and Yammarino (2007), 
integrity can be classified into five general categories: wholeness, consistency of words and 
actions, consistency in adversity, being true to oneself, and moral/ethical behavior. The concept 
of wholeness, being very abstract and highly related to a character dimension, rather than with 
a specific behavior, has not been taken into account in the initial creation of items. In the item 
reduction process, we also intentionally decided to exclude the moral/ethical behavior from our 
assessment tool. While according to some authors the content of the word and consequent 
actions and its consistency with moral principles are essential to the definition of integrity 
(Monga, 2016), we expected what is socially considered moral to be too context and culture 
specific and easily influenced by social desirability. In this sense we distance our conception of 





requires enacted socially acceptable values, and we exclude, according to Simons (2002) an 
evaluation of moral content from the construct.   
 
Some of the competencies included in the framework have been addressed by previous 
studies, but mainly by referring them to the organizational environment. This is the case, for 
example, for Customer focus, Observing, Experimenting, and Questioning. The literature and 
relative scales on Customer focus principally concentrate on customer satisfaction and 
complaints (Das, Paul, and Swierczek, 2008), the collaboration and relationship with sister 
departments (Conduit and Mavondo, 2001), and behaviors in selling activity (Stock and Hoyer, 
2005). However the capability of identifying, understanding, and satisfying people’s needs can 
also be applied in a more general context. Building on the definition given by Spencer and 
Spencer (1993), we developed some general items related to the ability to focus efforts and 
research on the satisfaction of the needs of the client or any other individual.  
When describing the behaviors related to innovative actions, Dyer et al. (2008) also provide 
a scale for assessing Questioning, Observing, and Experimenting. However, also in this case, 
some items (as for example “I am constantly asking questions to understand why products and 
projects underperform” and “I regularly observe customers’ use of our company’s products and 
services to get new ideas”) are too focused on the competitive organizational environment to 
be applied in a wider range of contexts. Christensen, Dyer, and Gregersen (2011) conceive 
questioning as the capacity to frequently ask questions, particularly those that challenge the 
status quo and ask “what if” questions about the future. Literature on innovative work behavior 
(see for example Messman and Mudler, 2012; De Jong and Den Hartog, 2010) also uses the 
concept of challenging beliefs asking critical questions in what is called “idea generation”. 
Similarly, this literature refers to Opportunity Exploration when defining the exploration of 





outside the environment. Both perspectives have been taken into consideration in the 
development of items. As for Observing, we considered the ability of paying attention to 
everyday experiences in the personal context (Christensen et al., 2011) and outside it 
(Christensen et al., 2011; De Jong and Den Hartog, 2010). While for Experimenting, we relied 
on the initial definition of Dyer et al. (2008), modifying the items that seemed related to being 
adventurous and taking things apart, rather than to trying new things through the means of 
experiments. 
 
As mentioned before, in some cases, the complexity of the construct resulted in a definition 
that includes more than one sub-dimension. For example, Empathy is often conceived in the 
literature as a complex ability (Decety and Jackson, 2004) encompassing both a cognitive and 
an affective component. On one side, empathy is described as the ability to understand the 
emotions of others by paying close attention to non-verbal as well as verbal communication 
(Brackett and Katulak, 2006). It comprises listening and posing questions to understand 
another’s current feelings with sensitivity (Spencer and Spencer, 1993; Truax et al., 1966). It 
concerns the ability to identify and understand the other person’s feelings, ideas, and situation 
(Dawson, 1992). Decety and Kakson (2004) identify the recognition and understanding of 
someone’s emotional state and the relative affective response as one of the primary components 
of empathy. On the other side, the authors also define a second component of empathy related 
to the cognitive capacity to take the perspective of the other person. Other authors (see for 
example Galinsky, Wang, and Ku, 2008; Gerdes and Segal, 2009; Marks, 1988), agree on the 
perspective taking dimension of empathy, defining it as the ability to imagine what another 
person is feeling and thinking, to put oneself in the other’s position, and understand his/her 






Another complex construct included in the framework is Self-awareness. Building on the 
work of Goleman (1998b), we identified three main characteristics of this competency: the 
capacity to understand one’s own emotions, the capacity to reflect on and understand one’s own 
resources, and the capacity to be aware of one’s own fundamental values. However, differently 
from Goleman (1998b), we included in Self-awareness only features concerning “being aware 
of an internal aspect of the self,” separating what he calls Self-confidence as a different 
construct. Self-confidence itself has been a concept highly debated in the literature, providing 
distinction between similar theoretical constructs. In this framework we adopted the accepted 
meaning of general context independent self-confidence (Cox and Bauer, 1964; Lampert and 
Rosenberg, 1975; Locander and Hermann, 1979). 
 
4.4.1 Content and face validity 
To address content validity, faculty members who are experts in the field of behavioral 
competencies were involved and asked to give their expert judgement. They were asked to 
check the link between the items and the theoretical domain, to control the omission of 
important sub-dimensions and the clarity of items, and give us suggestions necessary to improve 
the preliminary set of items (Hinkin, 1995). 
In order to address face validity, two focus groups were carried out with Master’s students 
and MBA students. This sample is consistent with the target population to whom the 
questionnaire is addressed and is considered an appropriate sample for this type of task 
(Schriesheim, et al., 1993). Taking into account the recommendations of Hinkin and Tracey 
(1999), the sample size was 30 people. Each of the two groups was randomly divided into 3 
sub-groups and was given the name and definition of 10 or 11 competencies and, in a different 
envelope, the corresponding items in random order. Each sub-group was asked to match items 





causes of each misspecification and the wording of items were discussed with each sub-group 
individually and recorded.  
According to the results of the expert judgement and the two focus groups, we proceeded 
with the re-wording of items following the criteria suggested by De Vellis (2003): readiness, 
length, redundancy, and avoidance of use of the same words in items. 
 
4.4.2 Questionnaire creation and pilot study 
We created a questionnaire with the 186 items related to the 31 behavioral competencies 
presented in random order. Due to its length and in order to address common method variance 
(Podsakoff et al., 2003), we divided the questionnaire into four parts and distributed it through 
the platform Qualtrics on a weekly basis. Participants were randomly assigned to a group, and 
received the parts of the survey in different order. We asked each respondent to rate the 
frequency with which he/she had adopted a specific behavior (item) in their recent past (from 
6 to 12 months) using a scale from 0 to 10, in which 0 represents “never” and 10 represents 
“always.” The use of a 0-10 scale showed to be better suited for European contexts compared 
with a 7-point Likert scale, it allows for more variability in the answers, and provides higher 
quality data for assessing the frequency of behaviors (Batista-Foguet et al., 2009). 
In order to test the questionnaire we first conducted a pilot study (Study 1) with 94 Master’s 
students and MBA students from an Italian University. The average age of the pilot sample was 
27 years old, females constituted 70 percent of the sample. The pilot study allowed us to monitor 






4.5 Stage II: item reduction and initial validation  
Study 2 was conducted in order to tackle four main issues. The first is performing item 
reduction grounding both on theoretical and statistical criteria. The second regards reactivity 
and self-assessment measurements. Besides providing an extensive explanation of privacy and 
data treatment rules and stressing the use of assessment for developmental purposes only, we 
sought to determine if social desirability strongly affected the self-assessment of behavioral 
competencies. Third, the relationship with demographic variables is considered. The fourth 
issue concerns construct validity, addressed by analyzing the relationship between behavioral 
competencies and personality traits. 
4.5.1 Study2 
4.5.1 Sample.  
The Study 2 sample consisted of 325 people, belonging to different categories: Master’s 
students (42%), MBA students (13%), Alumni (28%) and workers belonging to different 
sectors (15%). This represents a convenience sample according to the target population of our 
instruments. The sample consisted of 72 percent females with a mean age of 26. To get more 
reliable answers, participants were involved in the study only on a voluntary basis. Moreover, 
a personalized feedback on the results of the questionnaire was provided to all participants.  
 
4.5.2 Measures.  
Behavioral measures. As described above, we presented the 186 items of our measures in 
random order asking the participants to rate the frequency with which they had adopted a 
specific behavior (item) in their recent past (from 6 to 12 months) using a scale from 0 to 10. 
Social Desirability. Due to the tendency of respondents to provide overly positive self-
descriptions in the case of self-assessment (Steenkamp, De Jong, and Baumgartner, 2010), we 





Crowne Social Desirability Scale (M-C SDS, Crowne and Marlowe, 1960) using the Italian 
version of Manganelli Rattazzi, Canova, and Marcorin (2000). This scale aims to assess the 
need for social approval (Crowne and Marlowe, 1964) and is composed of 33 forced-choice, 
true-false items concerning everyday behaviors (Beretvas, Meyers, and Leite, 2002). The 
Marlowe-Crowne scale is the most widely used measure for social desirability and has 
demonstrated higher reliability than its derived short versions (Manganelli et al., 2000). 
Demographic variables. Gender was used as a dichotomous variable in which male=0 and 
female=1. Age was calculated from the year of birth. 
Personality traits. Personality traits have been measured in accordance with the Five-
Factor Model (Neuroticism, Extraversion, Openness, Agreeableness, and Conscientiousness), 
which have gained distinct prominence in the field (John and Srivastava, 1999; Pervin, 1994). 
The value of this model is recognized in simplifying the number of traits (Hofstee, 1994; 
McCrae and Costa, 1987), in having cross-cultural applicability (McCrae and Costa, 1997), in 
being able to predict health-relevant and other outcomes (e.g., Emmons, 1995). To assess 
personality traits, we relied on the Italian version of the Big Five Questionnaire (BFQ-2) 
(Caprara, Barbanelli, and Borgogni, 2008) which assesses the 5 dimensions of personality and 
10 sub-dimensions on the basis of 132 items rated on a 5-choice answer scale that ranges from 
complete disagreement (1 = very false for me) to complete agreement (5 = very true for me). 
The comparison between BFQ and other personality trait measurement instruments CPS and 
NEO-PI (Caprara, et al., 1993) has highlighted a structure in agreement with the FFM, which 
is also confirmed within the Italian linguistic context.  
Procedure. Due to its length and in order to control for common method variance 
(Podsakoff et al., 2003), the questionnaire was divided into four parts and distributed through 
the platform Qualtrics on a weekly basis. Participants were randomly assigned to a group, and 





anonymous and confidential through the analysis. Participants were informed that they could 
freely withdraw from this study at any time, 7.9 percent of the initial sample did.  
 
4.5.3 Analysis. 
1. Item reduction 
To reduce the burden on respondents (De Vellis, 2003) and also to obtain an instrument 
easier to use in the case of the assessment of all competencies, we decided to shorten the 
instrument from 6 to 4 items for each competency. Being aware of the trade-offs related to scale 
length and reliability (De Vellis, 2003), we used the preliminary analysis of the quality of items 
for this procedure. We performed an exploratory data analysis and identified outliers according 
to three criteria. Using the procedure suggested by Batista-Foguet and Valls Colom (1985), we 
identified moderate anomalies in the distribution of items and we defined outliers those 
respondents that presented answers outside the boxplot whiskers in 30 percent of competencies 
or more. Second, we checked for low variability of answers, deleting from the sample those 
respondents who gave the same response to more than 70 percent of items. Third, we took into 
account the time of completion of the questionnaire, not considering those participants who 
completed it in a too short period of time compared to the average time completion.  
Then, we performed an Exploratory Factor Analysis (EFA) using Maximum Likelihood 
(ML) and Promax rotation. As argued by previous studies (Bisbe, et al., 2007; Jarvis, 
Mackenzie, and Podsakoff, 2003; Law, Wong, and Mobley, 1998), in order to assess the 
underlying factor structure of each scale, we first studied the nature of the items, whether they 
are formative or reflective. In reflective models “indicators are manifestations or reflections of 
an underlying construct,” while in formative models “indicators are constitutive facets of a 
construct” (Bisbe et al., 2007). Even if in management research constructs are commonly 





scale (Jarvis et al., 2003). Studying the nature of items, especially when assessing complex 
construct that may include different dimensions, it is important in this phase not to erroneously 
discard items.  
As for competencies composed by reflective items, we examined the internal competency 
consistency (loading magnitude), discarding those items that were found to have factor loading 
less than .6, and those lacking satisfactory inter-item correlation. In the case of high factor 
loadings for all items, we reduced the number of items with the aim of minimizing the 
redundancy of items that were too similar. As for competencies composed by formative items, 
traditional measures could not be used (Bisbe et al., 2007). Even if we checked for factor 
loadings allowing the factor analysis program (SPSS) to build more than one factor for each 
competency, in this case the substantive criteria prevailed, leading us to discard items according 
to the comprehensiveness of the dimensions included and the relevance to the domain. The use 
of competency scales with formative items is consistent with the willingness to consider the 
different sub-dimensions of each construct. The final set of four items per competency can be 
provided upon request.  
 
2. Control for social desirability 
We used the 4-item version of the questionnaire to start the validity analysis of the scales. 
For competencies related to formative items, the summated rating scale was used for the 
competency score (Spector, 1992).  
We computed correlation coefficients between competencies and the social desirability 
measure obtained through the M-C SDS scale. As suggested by the work of Saris (1988), 
correlations have been considered on the assumption of being in a situation of high power. 
Indeed, when the sample size is so large and the test is too powerful, even a trivial effect will 





and social desirability show to be all weak (less than 0.3 according to Cohen, 1988), except for 
five competencies: Resilience (.34), Self-control (.34), Teamwork (.33), Customer focus (.32), 
and Commitment toward the group (.31), which still exhibit modest associations. Therefore no 
problem of reactivity was detected (see Table 4.2).  
 
3. Relationship with demographics 
To examine the association of the behavioral competency scales with the demographic 
variables we computed Point-biserial correlation and Pearson’s correlation with gender and age. 
Very low correlation was found with gender (ranging from .16 to -.18), as well as with age 
(ranging from .15 to -.14).  
 
4. Construct validity: personality measures  
The comparison with personality traits to test the validity of behavioral competency scales 
is a common practice (see for example Boyatzis and Sala, 2004). Even if the concepts are 
conceptually distinct, previous studies often found associations between some behavioral 
competencies and personality traits. For example, Fay and Frese (2001) analyzed the impact of 
personality traits on personal initiative; Bonanno et al. (2007) showed the relationship between 
personality variables and resilience; Schwarzer and Jerusalem (1995) highlighted positive 
correlations between self-confidence and extraversion, and openness and conscientiousness.  
In our results, most associations were low or modest (Table 4.2). Nine competencies 
presented correlations above .40. All of them were plausible and far from a high degree of 
association, implying good discrimination between constructs. 
Extroversion is related to the enjoyment of social situations and interacting with others, 
and in the EQF-2 instruments is composed of expansiveness and enthusiasm, assertiveness and 





with Self-confidence (.43) and Teamwork (.40). Our results also show a positive correlation 
with Initiative (.46), consistent with previous studies that revealed positive associations 
between proactivity constructs and the personality traits of extraversion and conscientiousness 
(Bateman and Crant, 1993; Fay and Frese, 2001; Tornau and Frese, 2013). A correlation of .41 
was found with Change orientation. Previous studies did not specifically analyze this 
relationship. Murensky (2000) reported positive correlations between a cluster of competencies 
comprising change orientation and both extroversion and conscientiousness.  
Agreeableness relates to sympathy and helpfulness and underlies a disposition of concern 
and sensitiveness towards others (Caprara et al., 2013). This trait is positively correlated with 
Customer focus (.46) – described as the ability to understand other people’s needs paying 
attention to their satisfaction – which can be plausibly deployed more by sympathetic and 
sensitive individuals. 
Conscientiousness concerns planning, organization, achievement striving, self-discipline, 
and competence (Boyatzis and Sala, 2004). Not surprisingly our results include the higher 
positive correlations with Accuracy (.68) and Achievement orientation (.55). Previous studies 
already stressed the relationship between Conscientiousness and both volition and a range of 
educational achievements (Barrick and Mount, 1991).  
Emotional stability was found to be correlated with Self-control (.50). Differently from 
other personality trait measures, the one adopted in this study measures emotional stability as 
the counterpart of neuroticism (also defined as absence of ‘emotional stability’; Friborg et al., 
2005), therefore we expected contrasting results compared to studies that adopted the 
neuroticism framework. Studies related to Self-control in different contexts showed high 
correlations between absence of self-control and neuroticism, for example the findings of 





eating, Mehroof and Griffiths (2010) showed that neuroticism significantly predicts online 
gaming addiction. 
Finally, Openness, which is related to sensitivity to inner feelings with a preference for 
variety and intellectual curiosity about the inner and outer worlds, was found to be moderately 
related to Observing (.43) that describes the capacity to observe both daily life settings and 
different contexts in order to gather ideas. Similarly, Halder, Roy, and Chakraborty (2010) 
























Extrovertion .22** .43** .17** .28** .18** .42** .39** .46** .41** .22** .15** .21** .43** .10 .26** 
Agreebleness .27** .06 .37** .24** .11 .12* .14* .19** .20** .31** .19** .00 .16** .09 .10 
Conscientiousne
ss 
.26** .20** .21** .16** .28** .55** .26** .27** .15** .18** .05 .68** .21** .36** .03 
E. Stability .05 .25** .17** .13* .18** .10 .32** .16** .20** .27** .50** .00 .13* .15** .01 
Openess .18** .15** .31** .21** .14* .17** .19** .28** .31** .28** .22** -.01 .26** .11 .14* 
Social Des .19** .21** .29** .17** .25** .21** .34** .25** .23** .30** .34** .21** .19** .17** .06 
 






















Extrovertion .24** .40** .17** .35** .38** .21** .24** .27** .32** .32** .30** .35** .33** .35** .19** .19** 
Agreebleness .34** .32** .36** .15** .29** .46** .17** .18** .20** .25** .12* .20** .18** .14* .32** .16** 
Conscientiousne
ss 
.21** .25** .06 .17** .27** .20** .31** .42** .20** .06 .08 .18** .23** .28** .26** .32** 
E. Stability .15** .21** .09 .07 .16** .09 .15** .07 .12* .22** .06 .16** .07 -.03 .16** .08 
Openess .33** .23** .19** .06 .25** .21** .35** .31** .31** .38** .38** .43** .18** .22** .13* .21** 








Table 4.2 (continue) 




Extrovertion -         
Agreebleness .19** - 
 
    
Conscientiousne
ss 
.30** .16** -     
E. Stability .10* .30** -.04 - 
 
Openess .40** .33** .18** .22** - 
Social Des .13* .50** .27** .52** .22** 







4.6 Stage III: psychometric properties and reliability 
In Study3, we first addressed construct validity of the 4-item scales and reliability 
performing Exploratory Factor Analysis and reliability indexes. Then we checked for 




 The study 3 sample consisted of 237 people belonging to different nationalities. The sample is 
made up of 48.5 percent of women and 51.5 percent of men. The average age is 27, the 29.5 
percent of the sample already had a working or internship experience. The sample comprises 
Master’s students and full time MBA students, with 68.4 percent being European, 11.9 percent 
originating from Asia and the Middle-East, 12.7 percent from South America, 5.6 percent from 
North America, and the remaining 1.4 percent from Africa. All participants contributed to the 
study on a voluntary basis. Moreover, a personalized feedback on the results of the 
questionnaire was provided to all participants. 
 
4.6.2 Measures.  
Behavioral measures. In this study we used the shorter version of the behavioral 
competency scales with 4 items per competency. We presented the 124 items in random order 
asking the participants to rate the frequency with which they had adopted a specific behavior 
(item) in their recent past (from 6 to 12 months), using a scale from 0 to 10.  
Procedure. The participants were asked to fill in the survey through the platform Qualtrics. 
Two percent of the initial sample withdrew from the study. All the individual responses were 





This study presents an international sample, therefore, we adopted both the Italian and the 
English version of the behavioral indicators. Translation and back-translation was used for the 
development of the English version of the behavioral competency questionnaire.  
 
4.6.3 Analysis. 
Once the data were gathered, an exploratory data analysis was performed taking again into 
account the reflective and formative nature of items. We screened for possible outliers using 
the same procedure described in study 2, moreover, we controlled for respondents with 
systematic inconsistent behavior. We found a maximum of 1.6% of missing values per 
behavioral indicator. Missing values were considered random and were imputed using the SPSS 
EM maximum likelihood method.  
 
1. Construct validity, reliability and discriminant validity 
We identified seven competencies composed of reflective items: Self-confidence, 
Organizational awareness, Flexibility, Teamwork, Developing others, Networking, and Lateral 
thinking. Inter-item correlation for reflective competencies ranged from .44 to .77. A single 
factor for each competence accounted for 48.7% to 69.4% of the total variance of the four items. 
Additionally, all items had high and significant factor loadings, ranging from .62 to .95.  
Table 4.3 shows the number of formative items for each competency and the loading range 
for the scales that were obtained with at least three reflective items out of four. For competency 







Table 4.3: Loadings range and number of formative items per competency 
Competency Loadings range* Number of formative out of 4 items 
Self-awareness  3 
Self-confidence .79 - .95 0 
Empathy .77 - .86 1 
Organizational awareness .63 - .87 0 
Efficiency orientation  2 
Achievement orientation .86 - .89 1 
Resilience .75 - .84 1 
Initiative .73 - .82 1 
Change orientation .77 - .87 1 
Flexibility .62 - .82 0 
Self-control .87 - .89 1 
Accuracy .83 - .93 1 
Risk taking .85 - .90 1 
Risk management .81 - .85 1 
Persuasion  2 
Conflict management .85 - .90 1 
Team work .69 - .78 0 
Developing others .73 - .81 0 
Networking .66 - .75 0 
Leadership .75 - .90 1 
Customer focus .69 - .85 1 
Systems thinking .80 - .86 1 
Diagnostic thinking  2 
Pattern recognition .79 - .87 1 
Lateral thinking .71 - .81 0 





Observing  2 
Experimenting .70 - .85 1 
Visionary thinking .82 - .87 1 
Commitment toward the group  2 
Integrity .74 - .90 1 
*loading range is presented for competencies with at least three reflective items 
 
The factor structure of competency scales that include more than one sub-dimension was 
always theoretically justified. For example, Commitment to the group was constructed taking 
into account two main behavioral aspects: putting the needs of the group above personal needs 
and acting consistently with the objectives of the group and the responsibilities taken. Even if 
both sub-dimensions form commitment toward the group, they constitute different aspects of it 
and are not necessarily displayed together. Indeed items showed high loadings within the sub-
dimension (between .86 and .94) and low loading between the sub-dimensions (between .44 
and .63). In some competencies only one of the four items was connected to another dimension 
of the construct, however we considered it a formative item and decided to keep it because of 
its theoretical relevance. In the case of Risk taking for example, besides focusing on the 
behavior of taking risks to gain higher outcomes, we found necessary to also consider the ability 
to take responsibility for the risky decisions.  
To assess reliability, we computed Cronbach’s alpha or B&H Omega for the seven 
unidimensional scales and for competency scales with at least three reflective items. Results, 
which are summarized in Table 4.4, show good reliability of the scales – indexes ranged from 
.67 to .90. For two unidimensional competencies that were not Tau-equivalent, the obtained 
Omega was respectively .81 for Organizational awareness and .78 for Flexibility. For those 





In a second step of the analysis we calculated the Average Variance Extracted (AVE) 
(Fornell and Larcker, 1981; Hair et al., 2006) for all competencies obtaining values all above 
the threshold of .50. In order to assess the discriminant validity of unidimensional scales, we 
compared the square root of the AVE of each reflective factor with the correlations between the 
constructs. Despite some high correlation between factors, which may reveal a second order 
factor structure, the square root of AVE always exceeds the inter-construct correlation. 
Therefore, results suggest that competencies are adequately discriminated.  
 
Table 4.4 - AVE, correlations and reliability indexes 
Competency AVE* Correlation** Cronbach’s  *** 
Self-awareness .74 .20 - .47   
Self-confidence .69  .90  
Empathy .67  .75  
Organizational awareness .55   .81 
Efficiency orientation .72 .47   
Achievement orientation .77  .81  
Resilience .62  .71  
Initiative .63  .67  
Change orientation .66  .78  
Flexibility .53   .78 
Self-control .78  .84  
Accuracy .80  .86  
Risk taking .75  .81  
Risk management .70  .76  
Persuasion .79 .61   
Conflict management .76  .83  





Developing others .67  .85  
Networking .49  .79  
Leadership .69  .74  
Customer focus .64  .76  
Systems thinking .69  .77  
Diagnostic thinking .78 .59   
Pattern recognition .71  .76  
Lateral thinking .62  .87  
Questioning .76 .52   
Observing .72 .48   
Experimenting .62  .74  
Visionary thinking .72  .76  
Commitment toward the group .78 .62   
Integrity .71  .81  
*AVE was computed excluding the formative items  
**The correlation is provided for those competencies that only have 2 reflective items 
*** was computed instead of  for the reflective items of those competencies that were not tau-equivalent 
 
 
4.7 Stage IV: psychometric properties and second order factors 
In Study 4, we used Confirmatory Factor Analysis and grouped competencies into five 
second-order factors (competency clusters). Moreover, we performed a Confirmatory Factor 
Analysis at item level to assess the measurement structure of each competency inside the 
clusters. 
Second, we analyzed factor invariance between the two groups of Italian and international 








4.7.1 Sample.  
The Study 4 sample consisted of 370 people who are Master’s students and full time MBA 
students. This sample constitutes an expansion of the sample for Study 3. The sample is 
composed of 57.7 percent of women and 42.3 percent of men. The average age is 27, and 43.1 
percent of the sample already had a working or internship experience. The 77.9 percent come 
from Europe, the 8.5 percent from Asia and the Middle-East, the 8.8 percent from South 
America, the 3.9 percent from North America and the remaining 1 percent from Africa. 
 
4.7.2 Measures.  
Behavioral measures. The shorter version of the behavioral competency scales with 4 items 
per each competency was used. We presented the 124 items in random order asking the 
participants to rate the frequency with which they had adopted a specific behavior (item) in 
their recent past (from 6 to 12 months) using a scale from 0 to 10.  
Procedure. The participants were asked to fill in the survey through the platform Qualtrics. 




1. Second order factors 
The high correlations between behavioral competencies would presuppose the existence of 
an underlying structure of second order factors that cluster the competencies.  Based on a 
theoretical discussion of competencies showing related or aligned behaviors, we specified a 
five-factor model that classifies competencies in five clusters: Individual regulation, 





orientation. We used Confirmatory Factor Analysis (CFA) to test the goodness of fit of the 
specified model structure. However, due to the number of variances and co-variances to be 
estimated and the relatively small sample size, we split the model into two parts, which contain 
about the same number of competencies, in order to obtain more reliable estimates. Model 1 
includes three clusters – Individual regulation, Exploration-driven, Direction and goal 
orientation - and Model 2 includes two clusters – Relational, Predictability and optimization- . 
Multiple fit statistics were taken into account: Satorra-Bentler robust chi square, and its 
ratio with the degrees of freedom, which usually indicates good fit for values lower than 3 
(Kline, 2010), the root mean square error of approximation (RMSEA), the standardized root 
mean square residual (SRMR), and comparative fit index (CFI), which should show values 
close to .06, .08 or lower, and .95 or higher respectively (Hu and Bentler, 2009).  
In order to achieve an adequate fit of the models, some constraints needed to be released 
allowing for correlation between error terms, i.e., items’ specificities. Model global fit indexes 
improved greatly specifying negligible correlations. This clearly points to a situation of an 
excessive sensitivity – too high power – of the statistical test in some parts of the model. 
The results, presented in Table 4.5 and Table 4.6, support the five second-order factors 
proposed.  
Table 4.5 - Fit indices for 5-factor model competencies clusters 
Competency CFA model SB-2(df) RMSEA CIRMSEA PCI CFI SRMSR 
Model 1 (Individual 
regulation, Exploration, 
Direction and goal) 
 
232 (107) .056 .047 ; .066 .138 .99 .05 
Model 2 (Relational, 
Predictability and 
optimization) 
199(65)   .053 .041 ; .067 .300  .99  .05  
 (a) (b) (c) (d) (e) (f) 
Note: (a) Satorra-Bentler chi square (degrees of freedom) for the configural invariance test; (b), (c), (d) RMSEA, 







Table 4.6 - Five-factor model loadings (competency cluster) 














Self-awareness .73     
Resilience .77     
Flexibility .63     
Self-control .51     
Initiative  .76    
Change orientation  .80    
Risk taking  .77    
Pattern recognition  .68    
Lateral thinking  .75    
Questioning  .65    
Observing  .74    
Self-confidence   .68   
Achievement 
orientation 
  .65   
Networking   .53   
Experimenting   .73   
Visionary thinking   .69   
Integrity   .54   
Empathy    .70  
Organizational 
awareness 
   .71  
Persuasion    .67  
Conflict management    .69  
Teamwork    .72  
Developing others    .75  
Leadership    .71  







   .74  
Efficiency orientation     .67 
Accuracy     .52 
Risk management     .68 
System thinking     .79 
Diagnostic thinking     .83 
 
Factor 1 includes competencies related to “Individual regulation: Self-awareness, 
Resilience, Flexibility, and Self-control. All competencies comprise individual regulation of 
one’s introspection and emotional reaction in cases of adversities, changes or unknown 
situations, and stressful events. Factor 2 includes “Exploration-driven” competencies: 
Initiative, Change orientation, Risk taking, Pattern recognition, Lateral thinking, Questioning, 
and Observing. These competencies are often related to innovative behaviors determined by the 
willingness to change the status quo, to explore new and different solutions. Factor 3 concerns 
defining “Direction and goal orientation” competencies: Self-confidence, Achievement 
orientation, Networking, Experimenting, Visionary thinking and Integrity. These competencies 
underlie behavior related to setting personal standards or objectives and undertaking practical 
attempts to achieve them. The presence of Networking in this cluster of competencies is 
consistent due to the fact that items related to networking assess the ability to employ social 
contacts in order to achieve a result. Experimenting, which is commonly considered one of the 
explorative behavior competencies, best fits this factor, because it reflects a practical way to 
test solutions, rather than exploring new possibilities. Factor 4 comprises “Relational” 
competencies: Empathy, Organizational awareness, Persuasion, Conflict management, 
Teamwork, Developing others, Leadership, Customer focus, and Commitment toward the 
group. These competencies assume the presence of others and a consequent ability to 





“Predictability and optimization orientation” competencies: Efficiency orientation, Accuracy, 
Risk management, Systems thinking, and Diagnostic thinking. All competencies reflect in-
depth cognitive analysis of costs and benefits, details, possible risky outcomes, causes, and 
effects and nature of the problem, and underlie optimization behaviors.   
 
2. Confirmatory Factor Analysis at item level and factor invariance 
For each cluster we performed a CFA to specify the measurement model between items 
and competencies and diagnose the goodness of fit of the models. Results are presented in Table 
4.7. Although all five models’ global fit indexes show that all models represent adequately the 
variance-covariance matrix of data, a closer look at possible misspecification of the model is 
needed. Indeed global fit indexes can be highly influenced by their sensitivity for different 
misspecifications of the model.  
Therefore, in the diagnostic stage, we decided to avoid what Kline (2010) termed “global 
fit indices tunnel vision,” which leads to focusing just on indices of overall model fit ignoring 
more detailed diagnostic indicators, and only relying on significance. Consequently, we 
checked the sensitivity of every parameter-modification index jointly with the expected 
parameter change, as well as the plausibility of its estimated value. Besides significance, we 
have also taken into account the power of the test. Following Saris et al.’s (2009) proposition, 
we focused on the detection of misspecification errors (column g in Table 4.7) rather than solely 
on global fit. 
Within each cluster we identified from 0 to 2 misspecifications, which were analyzed 
according to theoretical criteria and the wording of items. Misspecification detected in 
Individual regulation, Relational, and Exploration-driven cluster can be justified by the affinity 
of some behaviors that were assessed across competencies found to be moderately correlated. 





the use of the same word in items assessing two different competencies in the Italian version of 
the questionnaire. This reveals a specificity not captured in the model. In all cases no cross 
loadings were added. 
 
Table 4.7 - Fit indexes for the five clusters of competencies  
Competency 
CFA model 
SB-2(df) RMSEA CIRMSEA PCl CFI SRMSR Missp(*) 
Cluster 1  187(93) .052 .041; .063 .350 .98 .05 1 
Cluster 2  477(329)   .035 .028;.041  .298  .99   .04 2 
Cluster 3  371(233)  .040  .032;.048  .138  .99  .05   0  
Cluster 4  1029(555)   .048 .044;.053  .750  .98  .05  1 
Cluster 5   279(157) .045  .037;.054  .779  .98  .05  1  
  (a) (b) (c) (d) (e) (f) (g) 
Note: (a) Satorra-Bentler chi square (degrees of freedom); (b), (c), (d) RMSEA, confidence interval, and 
probability of close fit for RMSEA; (e) Comparative Fit Index; (f) Standardized root mean square residual; 
(g) Detected misspecifications (=.1,) for a power > 0.8  
* no cross-loading added 
 
 
In a third step of analysis, we checked for configural factor invariance of the 31 scales. We 
divided the sample into two sets representing the group of Italian Master’s students and MBA 
students enrolled in an Italian university (265 people) and the group of international MBA 
students (105 people from 40 different countries). We compared the factor structure of all 
competency scales and we obtained a match for all competencies except for Change orientation, 
Customer focus, and Systems thinking. This means that besides the three aforementioned 
competencies, results between Italian and international students with different working 
experiences and backgrounds can be compared when adopting the scales we propose in this 
paper.  
 
4.8 Stage V: criterion-related validity and relationship with other variables 
In Stage V, we focused on criterion-related validity, analyzing the relationship between 





In study 5.a, we observed the relationship of behavioral competencies with life satisfaction and 
with perceived employability in a sample of Master’s and MBA students. In study 5.b, we 
examined the relationship between behavioral competencies and career satisfaction and 




4.8.1 Sample.  
In Study 5.a, the sample is the same as that for Study 3. 
4.8.2 Measures 
Behavioral measures. We used the behavioral competency scales with 4 items for each 
competency. We presented the 124 items in random order asking the participants to rate the 
frequency with which they had adopted a specific behavior (item) in their recent past (from 6 
to 12 months), using a scale from 0 to 10. 
Life satisfaction. Life satisfaction was measured through the Satisfaction with Life Scale 
(SWLS, Diener, Emmons, Larsen, and Griffin, 1985). It is a 5-item scale measuring the overall 
satisfaction with a person’s life, taking into account the closeness of one’s life to one’s ideal, 
the conditions of one’s life, satisfaction with life, the attainment of important things, the 
changes that one would make to one’s own life. A 7-point Likert scale was used to rate the 
items in which 1 = strongly disagree and 7 = strongly agree. This measure showed good internal 
consistency and reliability (Diener, Emmons, Larsen, and Griffin, 1985). When asked in a 
holistic way, not connected to a point in time or specific domains, life satisfaction scales tend 





sample, the scale presented item inter-correlations between 0.44 and 0.69 and Cronbach’s alpha 
of .86.   
Perceived employability. Perceived employability was measured using the 4-items scale 
from De Witte (1992). The scale concerns the workers’ perceptions about available job 
opportunities (De Cupyer et al., 2014) and has been used in earlier studies in Europe showing 
good reliability (De Cuyper et al., 2008; De Cuyper , Van der Heijden and De Witte, 2011; 
Guest, Isaksson, and De Witte, 2010). Instead of using the original 5-point scale, we asked 
respondents to answer on a 7-point scale (1=strongly disagree; 7=strongly agree) to allow for 
more variability of answers. In our sample the scale presented a Cronbach’s alpha of .90. 
Procedure. Two questionnaires were presented to participants at different moments. One 
containing the behavioral indicators, the other containing the measures described above. All 
participants contributed to the study on a voluntary basis. 
 
4.8.3 Analysis. 
Association measures were used to analyze the relationship between behavioral 
competencies, life satisfaction, and perceived employability. Due to the use of Likert scales in 
the measurement of these constructs, we adopted Spearman’s rank correlation coefficient.  
 
1. Relationship with life satisfaction and perceived employability 
Previous studies have indicated that behavioral competencies, especially those related to 
emotional awareness and emotional management, may positively influence one’s evaluation on 
life satisfaction (Amdurer et al., 2014; Gannon and Ranzijn, 2005; Kong et al., 2014). In the 
literature, not all competencies present in this study have been analyzed in relationship with life 
satisfaction. However, other authors have already shown positive associations with some 





Gutiérrez-Doña, and Schwarzer, 2005), Resilience (Mak, Ng, and Wong, 2011), Initiative 
(Greguras and Diefendorff, 2010); Self-control (Bigdeloo and Bozorgi, 2016), Developing 
others (Stevens-Roseman, 2009), Networking (in terms of non-work developmental 
relationships, Murphy and Kram, 2010), and Teamwork (Amdurer et al., 2014). 
In our findings, most competencies were found to have positive, but low or moderate 
correlation with life satisfaction (Table 4.8). The construct was mainly associated with Self-
confidence (.35). Believing in one’s own potentiality indeed may lead to conceiving oneself as 
the main actor of the results achieved, therefore creating a higher sense of satisfaction. Similar 
results were reported by other studies on student samples (Cikrikci and Odaci, 2015; 
Luszczynska, Gutiérrez-Doña, and Schwarzer, 2005). Life satisfaction was also positively 
associated with Visionary thinking (.32). Studies on the creation of a future ideal self, or 
personal vision, underlined how thinking in a visionary way makes people approach their 
desired end state with a sense of advancement, growth, and accomplishment. Defining a desired 
future may help people create or recall their sense of purpose (Boyatzis, Rochford, and Taylor, 
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A growing body of research highlighted the importance of behavioral competencies in 
employers’ hiring decision (Finch et al., 2013). The results showed by Maynard (2003) 
support that interns with higher emotional intelligence competencies are more likely to be 
considered for future employment. Many studies investigated the set of skills that may 
influence graduates’ ability to realize opportunities in the marketplace, both considering 
the point of view of educators (Mitchell, Skinner and White, 2010), of employers (Azevedo 
et al., 2012) and of graduates (e.g. Kavanagh and Drennan 2008; Messum et al., 2016; Ramli 
et al., 2010).  
According to Fugate, Kinicki, and Ashforth (2004), certain individual attributes such as 
optimism and self-efficacy can highly influence perceived employability. Self-confidence and 
proactivity were some of the most relevant components for employability according to 
Rothwell, Jewell, and Hardie (2009). According to Singh and Singh (2008), the higher ranked 
clusters of competencies were problem solving and adaptability skills (which comprise 
adaptability, risk taking, risk management, systems thinking, change orientation and conflict 
management), and people skills (which includes teamwork and empathy). 
 
In our results, perceived employability presented moderate association with five behavioral 
competencies. The highest correlation is with Self-confidence (.52), supporting the 
aforementioned studies. Resilience, which can help in situations of rejection or difficulties in 
finding a job, also showed a positive correlation (.34). Furthermore, we obtained a positive .33 
correlation with Visionary thinking: being able to articulate a clear compelling image about the 
future makes the individual able to better target the job search and therefore increases the 
confidence to find a job. Lastly Pattern recognition and the ability to take risks to achieve higher 
outcomes (Risk taking) showed a .32 and .31 positive association respectively, which is 






4.8.4 Sample.  
The sample of study 5.b is composed of professional engineers working in different sectors. 
Traditionally, engineers are considered individual contributors whose training concerns mainly 
the acquisition of technical skills and knowledge rather than behavioral competencies. 
However, a recent study underlined that the profession has moved beyond this popular image, 
and demonstrated that emotional and social competencies significantly predict engineer 
effectiveness (Boyatzis, Rochford, and Cavanagh, 2017). A group of 108 professional engineers 
were enrolled in the activity. The final sample consisted of a total of 87, mostly men (85 
percent), with an average age of 44. Two respondents were removed from the sample because 
they rated themselves at the highest point of the scale in more than 60 percent of the items. 
 
4.8.5 Measures. 
Behavioral measures. We used the behavioral competency scales with 4 items per 
competency. We presented the 124 items in random order asking the participants to rate the 
frequency with which they had adopted a specific behavior (item) in their recent past (from 6 
to 12 months), using a scale from 0 to 10.  
Career satisfaction. Career satisfaction was operationalized adopting the scale proposed 
by Heslin (2003). The author, mindful of the limitations of scales that focus only on a self-
referent perspective, integrated the original and widespread Career Satisfaction Scale (CSS) 
(Greenhaus, Parasuraman, and Wormley, 1990) by adding a other-referent success measure 
which takes into account the evaluation of one’s own satisfaction relatively to one’s career 
peers. The scale consists of 12 items, six of which related to the degree of satisfaction with 
respect to one’s own aspirations, and six related to one's own satisfaction compared to peers. 





regarding six dimensions: overall success, income, career advancement, skills developed, 
autonomy, and intellectual stimuli achieved. This integrated measure presented a highly 
acceptable internal consistency (Heslin, 2003). In this study Cronbach’s alpha was .90. 
Performance. Monetary performance was measured asking for the average working 
income of the last three years. Five working income classes were presented. As the question 
was not compulsory, 13.8 percent of the sample did not answer. 
Procedure. In study 5.b, it was not possible to send multiple links to participants, 
therefore we constructed a single questionnaire containing the measures described above. The 
participants were asked to fill in the survey through the platform Qualtrics. They could 
complete the survey at different times in a time frame of one month. All the responses were 
treated as anonymous and confidential throughout the analysis. A personalized feedback on 
the results of the questionnaire was provided to all participants.  
 
4.8.6 Analysis. 
After a first exploratory data analysis, we analyzed the association measure between 
behavioral competencies and career satisfaction. Then, we split the sample into two groups and 
performed a t-test comparing the group with above mean career satisfaction and below mean 
career satisfaction. As for monetary performance, we split the sample into below average and 
above average income and performed a t-test comparing the two groups.  
 
1. The relationship with career satisfaction 
Recent studies suggest that some individual characteristics related to emotional 






Looking at the association between behavioral competencies and career satisfaction, we 
obtained positive significant correlations with 21 competencies, which are shown in Table 4.9.  
One of the highest values is shown by Achievement orientation (.36, p-value<.001). 
Individuals who display this competency take concrete actions to achieve goals and are usually 
psychologically satisfied with their personal growth and development (Converse, et al., 2012; 
Eby, Butts, and Lockwood, 2003). Similarly, believing in one’s own abilities and potentiality 
(Self-confidence) showed a moderate association (.36, p-value<.001) with career satisfaction. 
Previous studies showed that self-confidence favors and enhances work engagement defined as 
a positive mental disposition and satisfaction towards one’s job (Schaufeli, et al., 2002). 
Moreover, we obtained a moderate association with Visionary thinking (.37, p-value<.001). 
This is consistent with previous studies maintaining that embracing a vision for the future is 
linked to a positive work experience and well-being (Duffy and Dik, 2013), and enhances work 
engagement (Buse and Bilimoria, 2014).  
 
In order to analyze the competencies that characterize the engineers that are most satisfied 
with their career, we split the sample into two groups according to above average (50 people), 
and below average (37 people) career satisfaction score. We found significant differences in 12 
competencies (Table 4.10).  
Behaviors concerning putting in effort, dedication and commitment to achieve one’s own 
goals may result in a sense of greater accomplishment, therefore higher satisfaction. Indeed our 
findings show higher Achievement orientation (p-value .029) in the group of people scoring 
higher in career satisfaction. Self-confidence (p-value .015) and Visionary thinking (p-value 
.011) were also related to higher career satisfaction. Moreover, we found that people with above 





Diagnostic thinking (p-value .028), and Integrity (p-value .018). Conflict management reflects 
the ability to manage conflicts, therefore creating a better climate between colleagues. 
Diagnostic thinking may help understand causes and effects of actions, thus making the 
individual more in control of situations. Acting with Integrity also may affect career satisfaction 
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Table 4.10 - t-test above average and below average career satisfaction groups 
  t p-value Mean Difference Std. Error Difference 
  
Self-awareness -1.125 .26 -.33919 .30150 
Self-confidence -2.486 .02* -.81694 .32865 
Empathy -.873 .39 -.26041 .29827 
Organizational awareness .126 .90 .03979 .31460 
Efficiency orientation -.265 .79 -.08270 .31250 
Achievement orientation -2.223 .03* -.69557 .31292 
Resilience -1.267 .21 -.42176 .33276 
Initiative -1.914 .06
+ -.55068 .28773 
Change orientation -1.725 .09
+ -.49784 .28855 
Flexibility -.850 .40 -.23972 .28193 
Self-control -.429 .67 -.18011 .41952 
Accuracy -1.758 .08
+ -.53124 .30227 
Risk taking -1.172 .25 -.42411 .36200 
Risk management -1.481 .14 -.39892 .26933 
Persuasion -.991 .33 -.42203 .42598 
Conflict management -2.633 .01* -.73514 .27925 
Team work -1.320 .19 -.34622 .26224 
Developing others -.810 .42 -.25842 .31907 
Networking -1.502 .14 -.64727 .43093 
Leadership -.960 .34 -.28257 .29421 
Customer focus -1.064 .29 -.33581 .31554 
Systems thinking -1.727 .09
+ -.44149 .25559 
Diagnostic thinking -2.234 .03 -.62108 .27799 
Pattern recognition -1.078 .28 -.28562 .26497 
Lateral thinking -1.923 .06
+ -.72694 .37793 
Questioning -.682 .50 -.24338 .35700 
Observing -.793 .43 -.23581 .29725 
Experimenting -1.940 .06
+ -.58595 .30206 
Visionary thinking -2.595 .01* -1.00022 .38548 
Commitment toward the group -.116 .91 -.03568 .30882 
Integrity -2.419 .02* -.66562 .27520 





2. The relationship with performance 
Many previous studies focused on the impact of behavioral competencies on effectiveness, 
showing that different competencies had a relevant effect on performance outcomes in different 
fields. For example, Boyatzis (2006) described the financial consequence of self-management 
competencies in a financial consultancy multinational, Koman and Wolff (2008) found that 
teamwork was related to greater accuracy of missions and fewer accidents in a sample of US 
aeronautical pilots, Boyatzis, Brizz, and Godwin (2011) found that priests with higher abilities 
of persuasion were able to create higher satisfaction, sense of belonging to the community, and 
deeper religious sentiment in practitioners. Hopkins, O’Neil, and Stoller (2015) identified the 
distinguishing competencies of physicians, which include: Empathy, Initiative, Emotional Self-
Awareness, and Organizational Awareness. In our case, we focused on the engineering field 
and adopted a monetary measure of performance to evaluate differences between two groups, 
those of high average working income (26 people) and those of low average working income 
(49 people). We found that the first group scored significantly higher on six competencies, most 
of them related to behaviors linked to change and innovation: Initiative (p-value .094), Change 
orientation (p-value .074), Lateral thinking (p-value .077), and Questioning (p-value .007) 
(Table 4.11).  
Studies on different sectors underlined that proactive individuals achieve higher 
performance (Crant, 1995; Rodrigues and Rebelo, 2013). Also curiosity, which may recall some 
characteristics of Questioning, was found to positively predict performance (Mussel, 2013). 
Considering the nature of the engineering activity, which often includes minimizing risks, 
it is particularly interesting to find Risk taking (p-value .003) as one of the competencies 
characterizing the above average income group. Moreover, Self-confidence (p-value .018) 





literature across contexts (Fosse, et al., 2015; Lane and Lane 2001; Lane, Lane, and Kyprianou, 
2004; Luszczynska, Gutiérrez-Doña, and Schwarzer, 2005). 
Table 4.11 - t-test above average and below average working income groups 
 t p-value Mean Difference Std. Error Difference 
 
Self-awareness -.947 .36 -.32575 .34415 
Self-confidence -2.431 .02* -.90215 .37112 
Empathy -.168 .87 -.05848 .34860 
Organizational awareness 1.357 .18 .48020 .35378 
Efficiency orientation -.238 .81 -.08477 .35679 
Achievement orientation -.955 .34 -.34662 .36285 
Resilience -.242 .81 -.09144 .37863 
Initiative -1.696 .09
+ -.54337 .32044 
Change orientation -1.815 .07
+ -.60714 .33450 
Flexibility -1.159 .25 -.37123 .32019 
Self-control .580 .56 .26970 .46480 
Accuracy .939 .35 .31601 .33638 
Risk taking -3.063 .00* -1.17739 .38434 
Risk management .047 .96 .01472 .31253 
Persuasion -.260 .80 -.12500 .48059 
Conflict management -.482 .63 -.15522 .32207 
Team work -.427 .67 -.12520 .29293 
Developing others -.818 .42 -.28126 .34370 
Networking -.248 .81 -.11619 .46865 
Leadership -.641 .52 -.20722 .32331 
Customer focus .123 .90 .04435 .35952 
Systems thinking -1.113 .27 -.32280 .29015 
Diagnostic thinking -1.068 .29 -.34262 .32091 
Pattern recognition -1.181 .24 -.35981 .30466 
Lateral thinking -1.793 .08
+ -.75972 .42362 
Questioning -2.794 .01* -1.11637 .39951 
Observing -.963 .34 -.32437 .33678 
Experimenting -.910 .37 -.32143 .35312 
Visionary thinking -.657 .51 -.30471 .46387 
Commitment toward the group -.625 .53 -.21487 .34397 
Integrity -.577 .57 -.18728 .32475 








4.9.1 Theoretical contribution 
The primary purpose of this study was to develop and validate a comprehensive instrument, 
which can be used to advance emotional intelligence research, as well as to facilitate practices 
of assessment and development of behavioral competencies. With our framework, we wanted 
to bring together a comprehensive set of behavioral competencies that according to literature 
and to empirical analysis are related to effectiveness. The large number of behavioral event 
interviews performed in different industries and organizational settings allowed us to develop 
a big picture of the behavioral skills that nowadays are most widely employed to be effective 
and should be included in behavioral competency assessment instruments. A second purpose 
of the study was to provide a consistent measure for each behavioral competency attempting to 
capture its essence as well as its complexity. In order to assess the goodness of our measures, 
we conducted a number of analyses on data collected in different studies.  
 
In order to assess our scales, we made a clear distinction between the different procedures 
to adopt according to the reflective or formative nature of the competencies. On one hand, 
results obtained for the seven unidimensional competencies provided evidence on the one-
factor structure and good reliability, which support the psychometric soundness of the 
measures. All values for Cronbach’s alpha were above .77. On the other hand, we defined some 
competencies as formative models, due to the fact that they are deployed through different types 
of behavior that cannot be measured through a unidimensional scale, but represent inherent 
constitutive facets of the competency (Bisbe et al., 2017). As scales developed and used in 
management studies often overlook this distinction, we have contributed to making explicit the 





To address discriminant validity we examined whether personality traits were related to 
the behavioral competency measures developed. The two are conceptually different constructs 
(Boyatzis, 2016) and indeed only two high correlations have been found in our analysis between 
competencies (Achievement orientation and Accuracy) and the trait of consciousness. These 
findings rebut to the persistent criticism which claims redundancy of Emotional Intelligence 
with personality (Boyatzis, 2016). However, it is clear from previous research that the two 
concepts are partially related. Our results showed moderate correlations of behavioral 
competencies especially with the personality trait of extroversion. Most of our results found 
support in previous studies, however, this relationship has been studied focusing on some 
competencies much more than others, and sometimes different studies show no agreement in 
the results. Therefore we suggest further investigation on this topic. 
 
To address concurrent validity, we examined the relationship between the behavioral 
competencies and possible related outcomes such as life satisfaction, career satisfaction and 
perceived employability (Amdurer et al., 2014; Fugate et al., 2004; Gerli, Bonesso, and Pizzi, 
2015; Jackson and Wilton, 2016). As for life satisfaction, our findings showed that believing in 
one’s abilities and creating a compelling vision of the future are associated with greater 
satisfaction. The same competencies were found to be related to career satisfaction analyzing a 
sample of professional engineers. In this case, consistently with the findings of Amdurer et al. 
(2014), Achievement orientation also demonstrated moderate association. Examining the 
dimensions measured by the scale proposed by Heslin (2003), all of them focus on an individual 
growth and development of the career process, and do not take into account any aspect related 
to the relationship with the environment in the working activity. This might explain why none 
of the competencies concerning the management of social relationships displayed associations 





seeking did. When checking for differences between the most and least career satisfied people, 
only one social behavior emerged, related to the ability to manage conflicts, therefore to the 
maintenance of a positive environment. Other competencies characterizing the most satisfied 
group were related to believing in one’s own potential and in a positive future and acting 
coherently with one’s own values. When comparing, in the same sample, the best and poorest 
performers in terms of average working income, we observed that best performers are 
characterized by behavior related to change and finding new alternative or innovative solutions. 
Perceived employability was found to have significant relationships with five behavioral 
competencies in our study. These findings were in line with previous studies which highlighted 
the importance of some individual behavioral skills to realize opportunities in the marketplace 
(Fugate et al., 2004; Jackson and Wilton, 2016). However, research on this topic seems still 
underdeveloped and these findings highlight the need for future investigation in order to 
understand which competencies contribute to positive career self-management.  
 
4.9.2 Practical implications 
The results of this paper may have several practical implications for the assessment of 
behavioral competencies in higher education and organizational settings. On one hand, this 
framework can be used in the educational context for developmental purposes, allowing 
students to acquire awareness about their level of behavioral competencies and to identify 
strengths and weaknesses according to their future career objectives. Compared to existing 
models, this framework allows investigating new sets of behavioral competencies that, 
according to the literature and empirical investigation, are relevant in today’s environment.  
On the other hand, the framework can be used in organizational contexts for different 
human resource management activities, such as recruiting and selection, training and 





behavioral competencies in greater detail, identifying which are the specific behaviors that are 
related to effectiveness. Moreover, it would be possible to use the instrument in a flexible way, 
investigating different sets of competencies according to the target populations.  
 
4.9.3 Limitations and future developments 
Although this study tries to address many threats to validity, some limitations need to be 
noted. Even if we presented good reliability for the reflective competencies scales, due to their 
nature, we could not provide any reliability measure for bi-sub-dimensional competencies 
scales. As internal consistency cannot be applied to this case, a test-retest strategy needs to be 
performed in order to assess reliability across time. Aware of the fact that scale validation is a 
continuous process (De Vellis, 2017; Hinkin, 1998), we also want to draw attention to other 
major aspects that are missing in this study and should be part of subsequent research 
developments. First, this study lacks to address the threat of convergent validity. We suggest 
that future studies test for the relationship with other emotional and social competency measures 
based on the behavioral approach to emotional intelligence. Second, due to the strong 
theoretical connection of emotional and social competencies with performance (Boyatzis, 1982; 
Emmerling and Boyatzis, 2012), the predictive validity related to the effectiveness measures in 
different fields needs to be statistically tested. We addressed criterion validity by analyzing the 
competency scales in relationship with life satisfaction, perceived employability, and career 
satisfaction. However, the literature does not hypothesize a specific relationship between some 
competencies of the framework – specifically those related to cognitive processes and 
innovative behaviors – and the aforementioned constructs. Therefore, we suggest further 
investigating criterion validity using other theoretically related variables. Third, in order to 
confirm the possibility of applying the instruments to different targets, we need to establish 





only cultures, but also different experiences and stages of life.  Fourth, future research may 




In conclusion, this paper addresses the issue of behavioral competency assessment, by defining 
a new comprehensive framework of 31 behavioral competencies, and developing and validating 
the relative measurement scales. The framework overcomes the limits of extant competency 
scales by extending and updating the competencies included, taking into account the set of skills 
that are required in today’s organizational environment. Moreover, it allows to evaluate 
multiple competencies with one unique consistent instrument. The paper deals theoretically and 
methodologically with the complexity of behavioral competencies by adopting different 
strategies to assess the validity and reliability of the competency scales. Several studies with 
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5. Discussion, contributions, limitations and future research  
As research and practice have indicated, behavioral competencies are critical skills for 
personal and professional success (Boyatzis, Rochford, and Cavanaugh, 2017; Sigmar, Hynes, 
and Hill, 2012). Despite their importance being recognized in the last decades, the presence of 
a behavioral skills gap that ultimately affects the relationship between supply and demand in 
the job market persists (Azevedo et al., 2012; Gault et al., 2010; McKinsey and Company, 
2012). To reduce this gap, first, much more attention should be given to behavioral competency 
development in high and higher education, second, different complementary ways to help 
students develop these competencies need to be analyzed. Scholars claim that the development 
of behavioral competencies requires more than traditional teaching and studying methods. The 
way in which behavioral competencies’ development is effectively sustained involves practice, 
repetition, active involvement, and feedback (Boyatzis, 2009). Besides formal ad hoc training, 
real life experiences that provide the opportunity to be engaged in experiential learning 
activities can influence behavioral skills acquisition. Scholars have maintained that 
extracurricular experiences can have a role in challenging and refining students’ behavioral 
competencies (Rubin, Bommer, and Baldwin, 2002). Yet, empirical research on the topic has 
been scarce and did not consider the effect that different extracurricular activities may have on 
different types of soft skills.  
Thus one of the aims of this thesis was to analyze the effect of extracurricular activities on 
different clusters of students’ behavioral competencies.  
Another way in which behavioral competencies can affect the labor market supply-and-
demand, is by influencing the way graduates orient themselves toward their career. Previous 
research supported the idea that self-awareness and flexibility help people perceive their career 
in a more self-directed and value-driven way (Hall, 2004). This study tests this hypothesis and 





orientation. Moreover, it analyzes the relationship between protean career orientation and 
employability, consistently with the second and third aim of the thesis: to analyze the effect of 
different clusters of behavioral competencies on protean career orientation; to analyze the 
effect of protean career orientation on employability. 
Both in the educational and organizational context, it is relevant to effectively measure 
behavioral competencies. On one side, higher education institutions can adopt competency 
assessment tools for developmental programs, and to raise students’ awareness of their 
strengths and weaknesses. On the other side, organizations use competency assessment for 
recruiting and selection processes, but also to analyze the distinguishing behavioral 
competencies of effective people, and for performance management purposes. In both cases a 
scientific based instrument able to capture multiple types of behavioral competencies is needed. 
Examining the existing models and scales and their limits in carefully representing the variety 
of behaviors that can drive effectiveness in different settings, this thesis proposed and validated 
a new framework and multiple scales to achieve this objective. In order to fulfill the fourth aim 
of this thesis, to develop and validate a new competency framework and scale to assess a 
comprehensive set of behavioral competencies, theoretical and methodological concerns were 
taken into account. 
 
These themes have been analyzed in Chapter 2, Chapter 3 and Chapter 4. In the following 
section the main general findings will be discussed.  
 
5.1.1 Antecedents of behavioral competencies 
One of the biggest challenges in developing behavioral competencies is that it implies 
the use of experiential methods and the involvement in contexts in which the person can practice 





occasions, such as extracurricular activities, in which the person is immersed in a different 
context and in different relationships and experiences new ways of dealing with him/herself 
and others, can shape his/her behavioral competencies. This thesis shows that participating in 
extracurricular activities is associated with higher levels of behavioral competencies, however, 
not all extracurricular experiences affect all types of competencies. This study helps disentangle 
this relationship showing that cultural activities influence interpersonal and cognitive skills, 
sport activities help enhance self-management competencies, while experiences abroad relate 
to higher social awareness and social management skills and cognitive competencies.  
 
5.1.2 Outcomes of behavioral competencies 
As for the outcomes of behavioral competencies, scholars identified significant 
relationships with performance (Boyatzis 2008b) and life satisfaction (Amdurer et al., 2014). 
When considering career outcomes, most studies focused on adult workers and their career 
success or career satisfaction (Amdurer et al., 2014; Gerli, Bonesso, and Pizzi, 2015). Scarce 
attention has been devoted to career outcomes for young individuals and on its effect on 
employability. This thesis analyzed the effect of behavioral competencies on protean career 
orientation and the effect of being protean oriented on the subjective perception of one’s own 
employability and on the number of job offers received. The results show that not only the two 
behavioral competencies identified by the protean career literature (namely self-awareness and 
adaptability) do matter in the adoption of a protean career orientation, but also other behavioral 
competencies do. Moreover, findings indicate that adopting a protean career orientation 






5.1.3 Measurement of behavioral competencies 
Measuring behavioral competencies is characterized by an innate complexity. Indeed, a 
behavioral competency can be displayed through a set of related but different behaviors 
(Boyatzis, 2009), which entails a certain complexity in theoretically and methodologically 
dealing with these constructs. Moreover, different types of behavioral competencies can be 
analyzed, and current instruments, restricting the number of competencies they consider, do not 
allow exploring the variety of behaviors that can concur to efficacy in various settings. Chapter 
4 addresses both challenges, first by integrating an inductive and deductive approach to develop 
the competency framework, taking into account multiple literature streams and multiple target 
people to identify the competencies that mostly appear relevant for effectiveness. Second, it 
methodologically distinguished the reflective and formative nature of competencies, trying to 
deal with their complexity rather than trying to simplify it. The developed scales underwent a 
set of analyses. Results show good psychometric properties and good reliability for reflective 
competencies. Findings indicate good discrimination between the competency scales and the 
construct of personality traits. Moreover, some competencies were shown to be related to 
constructs that are, theoretically, related such as life satisfaction, career satisfaction, and 
perceived employability.  
 
5.2 Contribution and implications 
5.2.1 Research 
This thesis contributes to different fields of research, it invokes theories from behavioral 
competencies modeling, leadership development, career orientation, education, organizational 
behavior, innovation, and entrepreneurship in order to fulfill its five aims. It develops models 
that explain the relationship between 1) extracurricular activities and behavioral competencies 





employability. Moreover, it uses advanced methodologies to develop and validate a new 
competency framework and measurement tool. 
Furthermore, this thesis adds to the construct validity of the used constructs. In terms of 
predictive validity, it shows for example that behavioral competencies help better explain 
protean career orientation (Chapter 3). In terms of concurrent validity it shows that some 
constructs (e.g. behavioral competencies) help distinguish groups of people that are supposed 
to be theoretically different (e.g. people who are satisfied and not satisfied with their career) 
(Chapter 4). As for discriminant validity, it shows that constructs that theoretically are not 
supposed to be related, are actually not related (e.g. behavioral competencies and personality 
traits, Chapter 4).  
In addition, this thesis adds to the literature by supporting the reliability and factor 
structure of the adopted scales that were developed in previous studies. All used scales 
presented adequate reliability coefficients. As for their factor structure, some scales required a 
reconsideration of their measurement model. For example, due to item specificity we needed to 
allow for correlation between errors of two items in the perceived employability scale. 
Moreover, we found the scale on protean career orientation to be not mono-dimensional. These 
findings may be useful for future studies.  
Lastly, this thesis methodologically draws attention to the consequences of 
multicollinearity and to the need to distinguish between the reflective or formative nature of the 
factor models specified. 
 
5.2.2 Practice 
This thesis is intended to drive insights on how to help young individuals better 
approach the labor market entry. Findings show that some extracurricular activities help 





one’s career resulting in higher perceived and objective employability. The third study provides 
a useful instrument which young individuals can use to measure and monitor over time their 
behavioral competencies for developmental purposes, and that can be used in HR processes to 
evaluate new candidates’ behavioral competencies. 
The results of this thesis provides educational and managerial implications. As for 
education, there is a general agreement on the fact that higher educational institutions should 
better prepare students for their future and this includes improving their behavioral 
competencies (Andrews and Higson 2008). Both the introduction of ad hoc development 
programs (e.g. Chen et al., 2004; Sheehan et al., 2009; Waddock and Lozano, 2013) and the 
exploitation of out of the class experiences can help students foster their behavioral abilities. 
The findings of this thesis show that extracurricular activities are significantly associated with 
higher levels of specific clusters of emotional, social, and cognitive competencies. As these 
experiences are extracurricular by definition, one could think they pertain exclusively to the 
individual remit. However, we assert that educational institutions can benefit from these 
findings and act consistently in order to help students acquire the competencies they need in 
three ways. First, they should make students aware of the role of extracurricular activities in 
enhancing behavioral competencies, promoting participation inside and outside the university 
campus. Second, they should include extracurricular activities as part of the institution 
offerings, training instructors in order to help students develop their behavioral competencies. 
Third, in competency programs, extracurricular activities can be used as real life learning 
laboratories, both to critically discuss the adopted behaviors and to experiment with new 
behaviors.  
This thesis also suggests that behavioral competencies can enhance graduates’ protean 
career orientation, highlighting the fact that developing behavioral competencies in students 





their needs and values. Educational institutions should create dedicated programs to improving 
students’ behavioral abilities and assist them in reflecting on how to approach their future 
career, how to take charge of their career in a flexible and value-driven way that will have a 
positive effect on employability. 
Behavioral competencies not only drive performance and well-being, as suggested by 
previous studies, but also seem to enable young individuals to be more employable. Therefore 
they become crucial elements that need to be developed across the education path of the 
individual, first by raising awareness on the importance of these competencies, second by 
creating motivation to the development of these competencies, for example making the student 
reflecting on his/her personal and professional objectives or dreamed future as suggested in the 
Intentional Change Theory process (Boyatzis and McKee 2005). Third, there is need to develop 
awareness on one’s current behaviors, for example by using 360-degree assessments carefully 
managed. Educational institutions should adopt behavioral competency assessment models, like 
the one proposed in this thesis, in order to help students reflect on their habitual behavior, on 
the effects it could have in the organizational environment, and evaluate what are their strengths 
and what are the competencies they need to develop in order to be more effective. Fourth, 
students need to find opportunities to practice, repeatedly practice certain behaviors. This scan 
be done through personal experiences, such as extracurricular experiences, but also with 
simulations. As depicted in the Intentional Change Theory, a key role in the process is 
represented by feedback and trusting relationships, around which desired and sustained change 
evolve (Boyatzis, 2006, 2008). Trusting relationships can be represented by people we trust of 
our social groups or professional coaches, who can help the individual reflect on and interpret 
his/her objectives, behaviors, and outcomes.  
This thesis also highlights also some managerial contributions. First, it scientifically 





has been frequently taken for granted in recruitment and selection processes in which 
extracurricular activities have been used to infer candidates’ soft skills. Moreover, it helps to 
better understand this relationship by disentangling the effect of different extracurricular 
activities on different clusters of behavioral competencies. This draws attention to how research 
can offer a clearer and scientific-based base to build processes previously driven by intuition. 
Second, it advises employers to take into account the career orientation of candidates, their 
principal values and needs, in order to evaluate the candidate organizational fit. Third, it 
provides a measurement model that can be used in various human resource management 
practices to evaluate people’s behavioral competency in great detail and with great flexibility 
thanks to the large repertoire of competencies included.  
 
5.3 Limitations and future research 
5.3.1 Limitations and threats to the validity 
The main limitation of this study is that the studies presented do not have an 
experimental design. This allows a discussion on the variance explained and the “effect” of one 
variable on another, but does not allow to refer to causality. These research findings could be 
tested through experimental studies in future research. 
One threat to the internal validity of this study concerns extraneous variables: variables 
that were not included in the study and may explain the observed effects. In order to address 
this threat, the research studies included several control variables such as age, gender, field of 
study, that sometimes were found to significantly affect the dependent variable. However, other 
extraneous variables may have been omitted. 
Another relevant threat to internal validity could be maturation. Especially in the 





depend on normal time progression. To mitigate this threat the time lag between the collection 
of the independent variables and the dependent variables was included in the analysis. 
As for external validity, the generalizability of the conclusions of this study may be 
challenged by the samples analyzed. In Chapters 2 and 3, the samples consisted of students and 
graduates from one Italian university and were characterized by a high percentage of females. 
Some factors help mitigate this threat. First, the samples are composed of students coming from 
different disciplinary fields, creating variability in their backgrounds. Second, according to 
different dimensions, the sample profile was representative of the population of the entire 
university. Third, in both cases participants came from different cohorts. As for the research 
presented in Chapter 4, several studies were undertaken, both with Italian and international 
samples. In this case, threats to external validity were mitigated by the fact that participants had 
different nationalities and cultures, different backgrounds, and they were characterized by 
different stages of life and experience (participants included Master’s students, MBA students, 
Alumni, workers).  
Lastly, although a quantitative approach is in line with the aim presented in this thesis 
of testing relationships between existing constructs, the downside of a quantitative approach 
consists in limiting the ability to understand complex phenomena characterized by feedback 
loops, or complex process elements which may influence the outcome. Suggestions to 
overcome these limitations are provided in the following section.  
 
5.3.2 Future research  
This thesis assessed relevant relationships for both research and practice, nevertheless, 
these relationships have been assessed using correlational studies. As mentioned before, future 
research could test these relationships using experimental or quasi-experimental designs in 





be made. As for the relationship between extracurricular activities and behavioral 
competencies, we hope future research will investigate different sub-categories of 
extracurricular activities and their effect on soft skills, especially trying to analyze the factors 
that led to inconsistent results. A qualitative approach could be used in order to explain these 
unexpected results, and understand how people make sense of their extracurricular experiences. 
A qualitative approach may also enable to study the importance of supervision and coaching in 
favoring the development of behavioral competencies during extracurricular activities. As the 
presence, role and quality of supervisors, trainers, and coaches may vary considerably, a 
qualitative observational study may better fit the aim of understanding this phenomenon. 
Alternatively, we propose to use an intervention with (feasibly) a non-random assigned 
control group. The participants could be involved for a certain amount of time in an 
extracurricular activity, and pre-post tests can be used to assess the change in behavioral 
competencies. 
As for the relationship between behavioral competencies and protean career, we suggest 
adopting a longitudinal design to assess if protean career orientation is then exploited in a 
protean career path. A longitudinal design may contribute to understand also if a circular model 
in which protean orientation is shaped by and shapes behavioral competencies is confirmed. 
Future research may try to deeper understand the role of micro-level factors (such as socio-
economic status, parents’ job, parents’ career orientation) and macro-level factors (such as 
unemployment rate, job market characteristics) in influencing the adoption of a protean career 
orientation. Moreover, future studies can identify a variable that discriminates participants for 
applying regression discontinuity design. 
As for the validation of the behavioral competency scales, future research should focus 






The developments and increased availability of technological instruments which can 
help researchers in the assessment of neural mechanisms, such as electroencephalography 
(EEG) and functional magnetic resonance imaging (fMRI), may enable future researches 
provide refinement of existing theories and existing measurement instruments with neuro-
scientific evidence. By using advanced instruments, future research could combine neural and 
behavioral measure to get a deeper insight of individual and organizational behaviors, as well 
















Ackley, D. (2016). Emotional intelligence: a practical review of models, measures, and 
applications. Consulting Psychology Journal: Practice and Research, 68(4), 269-286. 
Agarwala, T. (2008). Factors influencing career choice of management students in India. Career 
Development International, 13(4), 362-376. 
Alfermann, D. and Stoll, O. (2000). Effects of physical exercise on self-concept and well-being. 
International Journal of Sport Psychology, 31, 47-65. 
Amdurer, E., Boyatzis, R.E., Saatcioglu, A., Smith, M.L. and Taylor, S.N. (2014). Long-term 
impact of emotional, social and cognitive intelligence competencies and GMAT on career and 
life satisfaction and career success. Frontiers in Psychology, 5, 1-15. 
Andrews, J. and Higson, H. (2008). Graduate employability, ‘soft skills’ versus ‘hard’ business 
knowledge: A European study. Higher education in Europe, 33(4), 411-422. 
Arnold, J. and Cohen, L. (2008). The psychology of careers in industrial-organizational settings: a 
critical but appreciative analysis. International Review of Industrial and Organizational 
Psychology, 23, 1-44. 
Arthur, M., Khapova, S.N. and Wilderom, C.P.M. (2005). Career success in a boundaryless career 
world. Journal of Organizational Behavior, 26(2), 177-202. 
Austin, E.J., Evans, P., Goldwater, R. and Potter, V. (2005). A preliminary study of emotional 
intelligence, empathy and exam performance in first year medical students. Personality and 
individual differences, 39, 1395-1405. 
Azevedo, A., Apfelthaler G. and Hurst, D. (2012). Competency development in business graduates: 
An industry-driven approach for examining the alignment of undergraduate business education 
with industry requirements. The International Journal of Management Education, 10, 12-28. 
Bailyn, L. (1989). Understanding individual experience at work: Comments on the theory and 
practice of careers. In Arthur, M.B., Hall, D.T. and Lawrence, B.S. (Eds.), Handbook of Career 
Theory (pp. 477–489). Cambridge: Cambridge University Press. 
Barbieri, P. and Scherer, S. (2009). Labour market flexibilisation and its consequences in Italy. 
European Sociological Review, 25(6), 677-692.  
Bar-On, R. (1997). Technical manual for the Emotional Quotient Inventory. Toronto, Ontario, 
Canada: Multi-Health Systems. 
Bar-On, R. (2006). The Bar-On model of emotional-social intelligence (ESI). Psicothema, 18, sup., 
13-2. 
Baron, R. A. (2006). Opportunity recognition as pattern recognition: How entrepreneurs “connect 






Baron, R.M. and Kenney, D.A. (1986). The moderator-mediator variable distinction in social 
psychological research: conceptual, strategic, and statistical considerations. Journal of 
Personality and Social Psychology, 51(6), 1173-1182. 
Bar-Or, O., Foreyt, J., Bouchard, C., Brownell, K. D., Dietz, W. H., Ravussin, E., et al. (1998). 
Physical activity, genetic and nutritional considerations in childhood weight management. 
Medicine and Science in Sports and Exercise, 30 (1), 2-10. 
Barrick. M.R. and Mount, M.K. (1991). The Big Five personality dimensions and job 
performance: a meta-analysis. Personnel Psychology, 44, 1-26. 
Baruch, Y. (2004). Managing careers: Theory and practice. Harlow, UK: Prentice- Hall. 
Baruch, Y. (2014). The development and validation of a measure for protean career orientation. 
The International Journal of Human Resource Management, 25 (9), 2701-2723. 
Bateman, T. S., and Crant, J. M. (1993). The proactive component of organizational behavior: A 
measure and correlates. Journal of organizational behavior, 14(2), 103-118. 
Batista-Foguet, J. M., Sipahi, A., Guillén, L, Martínez-Arias, M.R. and Serlavós, R. (2015). 
Design and evaluation process of a personal and motive-based competencies questionnaire in 
Spanish-speaking contexts. [Unpublished manuscript]. 
Batista-Foguet, J.M. and Valls Colom, M. (1985). Tecnicas graficas en analisi exploratorio de 
datos. Qtiestiò, 9(3), 163-176. 
Batista-Foguet, J.M., Saris, W., Boyatzis, R., Guillén, L. and Serlavòs, R. (2009). Effect of 
response scale on assessment of emotional intelligence competencies. Personality and 
Individual Differences, 46(5-6), 575-580. 
Baumeister, R. F. (2005). The cultural animal: Human nature, meaning, and social life. New York, 
NY: Oxford University Press. 
Beigi, M. and Shirmohammadi, M. (2011). Effects of an emotional intelligence training program on 
service quality of bank branches. Managing Service Quality, 21, 552-567. 
Beretvas, S.N., Meyers, J.L. and Leite, W.L. (2002). A Reliability Generalization Study of the 
Marlowe-Crowne Social Desirability Scale. Educational and Psychological Measurement, 
62(4), 570-589. 
Berntson, E., Sverke, M. and Marklund, S. (2006). Predicting perceived employability: Human 
capital or labour market opportunities?. Economic and Industrial Democracy, 27(2), 223–244. 
Bigdeloo, M., and Bozorgi, Z. D. (2016). Relationship between the Spiritual Intelligence, Self-
Control, and Life Satisfaction in High School Teachers of Mahshahr City. Review of 
European Studies, 8(2), 210-216. 
Bindu, P. and Thomas. I. (2006). Gender differences in emotional intelligence. Psychological 
studies, 51 (4), 261-268. 
Bisbe, J., Batista-Foguet, J.M. and Chenhall, R. (2007). Defining management accounting 
constructs: a methodological note on the risks of conceptual misspecification. Accounting, 





Bisquerra Alzina, R. and Pérez Escoda, N. (2007). Las competencias emocionales [The emotional 
competences]. Educación XXI: Revista de la Facultad de Educación, 10, 61-82. 
Bonanno, G.A., Galea, S., Bucciarelli, A. and Vlahov, D. (2007). What predicts psychological 
resilience after disaster? The role of demographics, resources, and life stress. Journal of 
Consulting and Clinical Psychology, 75(5), 671 – 682. 
Bonesso, S., Gerli, F. and Pizzi, C. (2015). The interplay between experiential and traditional 
learning for competency development. Frontiers in Psychology, 6, 1-18. 
Boyatzis, R. E. (1982). The competent manager: A model for effective performance. New York: 
John Wiley & Sons.  
Boyatzis, R.E. (1998). Transforming Qualitative Information. Thematic Analysis and Code 
Development. Thousand Oaks, CA: Sage Publications. 
Boyatzis, R.E. (2006). Using tipping points of emotional intelligence and cognitive competencies 
to predict financial performance of leaders. Psicothema, 18 (sup.), 124-131. 
Boyatzis R. E. and D. Goleman (2007). Emotional Competency Inventory. Boston, Mass.: The Hay 
Group. 
Boyatzis, R.E. (2008). Leadership development from a complexity perspective. Consulting 
Psychology Journal: Practice and Research, 60 (4), 298-313. 
Boyatzis, R.E. (2008)b. Competencies in the 21st century. Journal of Management Development, 
27 (1), 5-12. 
Boyatzis R. E. (2009). Competencies as a behavioral approach to emotional intelligence. Journal of 
Management Development, 28(9), 749-770. 
Boyatzis, R. E. (2011). Managerial and leadership competencies: A behavioral approach to 
Emotional, Social and Cognitive Intelligence. Vision, 15 (2), 91-100. 
Boyatzis, R.E. (2016). Commentary on Ackley (2016): updates on the ESCI as the behavioral 
level of emotional intelligence. Consulting Psychology Journal: Practice and Research, 
68(4), 287–293. 
Boyatzis, R.E., Brizz, T. and Godwin, L. (2011). The effect of religious leaders’ emotional and 
social competencies on improving parish vibrancy. Journal of Leadership & Organizational 
Studies, 18(2), 192-206. 
Boyatzis, R.E. and Elias, M. (2000). Developments in Emotional Intelligence. San Francisco, CA: 
Jossey-Bass. 
Boyatzis, R. E., Gaskin, J. and Wei, H. (2015). Emotional and social intelligence and behaviour. In 
Goldstein S., Princiotta, D. and J. A. Naglieri (Eds.), Handbook of Intelligence. Evolutionary 





Boyatzis, R.E., Goleman, D. and Rhee, K. (1999). Clustering competence in emotional intelligence: 
Insights from the Emotional Competence Inventory (ECI). In Bar-On, R., Parker D. A. (Eds.), 
Handbook of Emotional Intelligence (pp. 343-362). San Francisco, CA: Jossey-Bass. 
Boyatzis, R., Lingham, T. and Passarelli, A. (2010). Inspiring the development of emotional, social 
and cognitive intelligence competencies in managers. In Rothstein, M., Burke, R.J., (Eds.), Self-
Management and Leadership Development. Cheltenham, UK; Northampton, MA: Edward 
Elgar. 
Boyatzis, R.E. and Mckee, A. (2005). Resonant Leadership. Boston, NY: Harvard Business School 
Press. 
Boyatzis, R.E., Rochford, K. and Cavanagh, K.V. (2017). Emotional intelligence competencies in 
engineer’s effectiveness and engagement. Career Development International, 22(1), 70-86. 
Boyatzis, R.E., Rochford, K. and Taylor, S.N. (2015). The role of the positive emotional attractor 
in vision and shared vision: toward effective leadership, relationships, and engagement. 
Frontiers in Psychology, 6, pp.1-13.  
Boyatzis, R.E. and Sala, F. (2004). The Emotional Competence Inventory (ECI). In G. Geher (Eds.), 
Measuring Emotional Intelligence (pp.147-180). Hauppauge, NY: Nova Science Publishers. 
Boyatzis, R.E., Smith, M.L. and Beveridge, A.J. (2012). Coaching with compassion: inspiring 
health, well-being, and development in organizations. The Journal of Applied Behavioral 
Science, 49(2), 153–178. 
Boyatzis, R.E., Stubbs, E.C. and Taylor, S.N. (2002). Learning cognitive and emotional intelligence 
competencies through graduate management education. Academy of Management Learning and 
Education, 1, 150-162. 
Boyatzis, R.E., Thiel, K., Rochford, K., Black, A. (2017). Emotional and social intelligence 
competencies of incident team commanders fighting wildfires. Journal of Applied Behavioral 
Science, 53 (4), 498-516.  
Bozionelos, G. and Bozionelos, N. (2015). Employability and key outcomes in times of severe 
economic crisis: The role of career orientation. Human Resource Management, 107 (6), 11-35. 
Bracken, D.W., Rose, D.S. and Church, A.H. (2016). The evolution and devolution of 360° 
feedback. Industrial and Organizational Psychology, 9(4), 761-794. 
Brackett, M.A. and Katulak, N.A. (2006). Emotional intelligence in the classroom: Skill-based 
training for teachers and students. In: J. Ciarrochi, and J.D. Mayer, ed., Applying Emotional 
Intelligence: A Practitioner's Guide. New York, NY: Psychology Press. 
Brandler, S. and Rammsayer, T. H. (2003). Differences in mental abilities between musicians and 
non-musicians. Psychology of Music, 31, 123-138. 
Briscoe, J. P. and Finkelstein, L. M. (2009). The “new career” and organizational commitment - 






Briscoe, J. P. and Hall, D. T. (2006). The interplay of boundaryless and protean careers: 
Combinations and implications. Journal of Vocational Behavior, 69 (1), 4-18. 
Briscoe, J. P., Hall, D.T. and Frautschy DeMuth, R.L. (2006). Protean and boundaryless careers: 
An empirical exploration. Journal of Vocational Behavior, 69 (1), 30-47. 
Briscoe, J.P., Henagan, S.C., Burton, J.P. and Murphy, W.M. (2012). Coping with an insecure 
employment environment: The differing roles of protean and boundaryless career 
orientations. Journal of Vocational Behavior, 80 (2), 308-316. 
Brett, J.F. and Atwater, L.E. (2001). 360 feedback: accuracy, reactions, and perception of 
usefulness. Journal of Applied Psychology, 86(5), 930-942. 
Brochard, R., Dufour, A. and Després, O. (2004). Effect of musical expertise on visuospatial 
abilities: Evidence from reaction times and mental imagery. Brain and Cognition, 54, 103–109. 
Brotman, L.E., Liberi, W.P. and Wasylyshyn, K.P. (1998). Executive coaching the need for 
standards of competence. Consulting Psychology Journal: Practice and Research, 50(1), 40-
46. 
Brown, C., George-Curran, R. and Smith, M.L. (2003). The role of emotional intelligence in the 
career commitment and decision-making process. Journal of Career Assessment, 11, 379-392. 
Brown, L. (2009). The transformative power of the international sojourn: an ethnographic study of 
the international student experience. Annals of Tourism Research, 36 (3), 502-521. 
Brown-Liburd, H.L. and Porco, B.M. (2011). It’s what’s outside that counts: do extracurricular 
experiences affect the cognitive moral development of undergraduate accounting students?. 
Issues in Accounting Education, 26 (2), 439-454. 
Buchner, M. (2007). The protean career attitude, emotional intelligence and career adjustment. 
PhD. University of Johannesburg. 
Burton, J.M., Horowitz, R. and Abeles, H. (2000). Learning in and through the arts: The question 
of transfer. Studies in Art Education, 41 (3), 228-257. 
Buse, K.R. and Bilimoria, D. (2014).  Personal vision: enhancing work engagement and the retention 
of women in the engineering profession. Frontiers in Psychology, 5, 1 – 13.  
Bushe, G.R. and Marshak, R.J. (2009). Revisioning organization development: Diagnostic and 
dialogic premises and patterns of practice. Journal of Applied Behavioral Science, 45, 348-368. 
Byrne, B. M. (2010). Structural equation modeling with AMOS: Basic concepts, applications, and 
programming (2nd ed.). New York, NY: Routledge/Taylor & Francis Group. 
Campion, M.A., Fink, A.A., Ruggeberg, B.J., Carr, L., Phillips, G.M. and Odman, R.B. (2011). 
Doing competencies well: Best practices in competency modelling. Personnel Psychology, 64, 
225-262. 
Caprara, G.V., Barbanelli, C. and Borgogni, L. (2008). BFQ-2: Big five questionnaire-2: manuale. 





Caprara, G.V., Barbaranelli, C., Borgogni, L. and Perugini, M. (1993). The “Big Five 
Questionnaire”: A new questionnaire to assess the Five Factor Model. Personal individual 
difference, 15(3), 281-288. 
Capri B., Ozkendir O. M., Ozkurt B., Karakus F. (2012). General self-efficacy beliefs, life 
satisfaction and burnout of university students. Procedia, Social and Behavioral Sciences, 47, 
968–973. 
Carter, S. and Chu-May, A.Y. (2012). From “Learning” to “Employability”: Informing successful 
teamwork through social and emotional competencies. Economics, Management, and Financial 
Markets, 7(3), 11-30. 
Chanda, M.L. and Levitin, D.J. (2013). The neurochemistry of music. Trends in Cognitive Sciences, 
17(4), 179-193.  
Chay, Y.W. and Aryee, S. (1999). Potential moderating influence of career growth opportunities on 
careerist orientationand work attitudes: evidence of the protean career era in Singapore. Journal 
of Organizational Behavior, 20(5), 613-623. 
Chell, E. (2004). Critical Incident Technique. In: Cassell, C., Symon, G., ed., Essential Guide to 
Qualitative Methods in Organizational Research. London, UK: Sage Publications. 
Chen, G., Donahue, L. M. and Klimoski, R. J. (2004). Training undergraduates to work in 
organizational teams. Academy of Management Learning and Education, 3, 27-40. 
Cherniss, C. (2010). Emotional Intelligence: Toward clarification of a concept. Industrial and 
Organizational Psychology, 3, 110–126. 
Cherniss, C. and Goleman, D. (2001). The emotionally intelligent workplace. San Francisco, CA: 
Jossey-Bass. 
Christensen, C. M., Dyer, J. and Gregersen, H. (2011). The innovator's DNA: Mastering the five 
skills of disruptive innovators. Harvard Business Review Press. 
Cikrikci, Ö., Odaci, H. (2016). The determinants of life satisfaction among adolescents: the role of 
metacognitive awareness and self-efficacy. Social Indicators Research, 125(3), 977-990. 
Clarke, M. (2017). Building employability through graduate development programmes: A case 
study in an Australian public sector organisation. Personnel Review, 46(4), 792-808. 
Coetzee, M., Ferreira, N. and Potgieter, I.L. (2015). Assessing employability capacities and career 
adaptability in a sample of human resource professionals. SA Journal of Human Resource 
Management, 13 (1), 1-9. 
Cohen, J. (1988). Statistical Power Analysis for the Behavioral Sciences, 2nd ed. Hillsdale, NJ: 
Erlbaum. 
Conduit, J. and Mavondo, F. T. (2001). How critical is internal customer orientation to market 





Connor, K.M., Davidson, J.R.T. (2003). Development of a new resilience scale: The Connor-
Davidson Resilience Scale (CD-RISC). Depress Anxiety, 18(2), 76-82. 
Converse, P. D., Pathak, J., DePaul-Haddock, A. M., Gotlib, T. and Merbedone, M. (2012). 
Controlling your environment and yourself: Implications for career success. Journal of 
Vocational Behavior, 80, 148–159. 
Cooper, H., Valentine, J. C., Nye, B. and Lindsay, J. J. (1999). Relationships between five after-
school activities and academic achievement. Journal of Educational Psychology, 91(2), 369-
378. 
Costa, A. and Faria, L. (2015). The impact of Emotional Intelligence on academic achievement: A 
longitudinal study in Portuguese secondary school. Learning and Individual Differences, 37, 
38–47. 
Covey, S. R. (1996). Unstoppable teams. Executive Excellence, 13 (7), 7-9. 
Cox, D.F. and Bauer, R.A. (1964). Self-Confidence and persuasibility in women. The Public 
Opinion Quarterly, 28(3), 453-466. 
Craig-Lees, M., Harris, J. and Lau, W. (2008). The role of dispositional, organizational and 
situational variables in volunteering. Journal of Nonprofit & Public Sector Marketing, 19, 1-
25.  
Crant, J. M. (1995). The Proactive Personality Scale and objective job performance among real 
estate agents. Journal of applied psychology, 80(4), 532. 
Creed, P., McPherson, J. and Hood, M. (2011). Predictors of "New Economy" career orientation in 
an Australian sample of late adolescents. Journal of Career Development, 38 (5), 369-389. 
Crowne, D. P. and Marlowe, D. (1960). A new scale of social desirability independent of 
psychopathology. Journal of Consulting Psychology, 24(4), 349-354. 
Crowne, D. P. and Marlowe, D. (1964). The approval motive: Studies in evaluative dependence. 
New York, NY: Wiley. 
Dainty, A., Cheng, M. and Moore, D. (2005). A comparison of the behavioral competencies of 
client-focused and production-focused project managers in the construction sector. Project 
Management Journal, 36 (1), 39 - 48. 
Daniel, T. L. (1992). Identifying critical leadership competencies of manufacturing supervisors in a 
major electronics corporation. Group and Organizational Management, 17(1), 57-71. 
Das, A., Paul, H. and Swierczek, F. (2008). Developing and validating total quality management 
(TQM) constructs in the context of Thailand’s manufacturing industry. Benchmarking.  An 
International Journal, 15 (1), 52-72. 
Dawson, L.E. Jr., Soper, B. and Pettijohn, C.E. (1992). the effects of empathy on salesperson 





De Battisti, F., Gilardi, S., Guglielmetti, C. and Siletti, E. (2016). Perceived employability and 
reemployment: Do job search strategies and psychological distress matter?. Journal of 
Occupational and Organizational Psychology, 89 (4), 813-833. 
De Bono, E. (1970). Lateral thinking: creativity step by step. New York: Harper & Row. 
De Bono, E. (2015). Serious Creativity: How to Be Creative under Pressure and Turn Ideas into 
Action. London, UK: Penguin Group. 
De Bruin, G.P. and Buchner, M. (2010). Factor and item response theory analysis of the Protean 
and Boundaryless Career Attitude Scales. SA Journal of Industrial Psychology, 36(2), 1-11. 
De Cuyper, N. and De Witte, H. (2008). Job and employability among temporary workers: a 
theoretical approach based on the psychological contract. In Naswall, K., Hellegren, J. and 
Sverke, M. (eds.), The Individual in the Changing Working Life (pp. 88-107). Cambridge: 
Cambridge University Press. 
De Cuyper, N., Bernhard-Oettel, C., Berntson, E., De Witte, H. and Alarco, B. (2008). 
Employability and employees’ well-being: mediation by job insecurity. Applied Psychology: 
An International Review, 57(3), 488-509. 
De Cuyper, N., Sulea, C., Philippaers, K., Fischmann, G., Iliescu, D., and De Witte, H. 
(2014).Perceived employability and performance: moderation by felt job insecurity. Personnel 
Review, 43(4), 536 – 552. 
De Cuyper, N., Van der Heijden, B.I.J.M. and De Witte, H. (2011). Associations between 
employability and employee and organizational outcomes: a matter of psychological contracts?. 
International Journal of Human Resource Management, 22, 1486-1503. 
De Dreu, C.K.W. and Van Vianen, A.E.M. (2001). Managing relationship conflict and the 
effectiveness of organizational teams. Journal of Organizational Behavior, 22(3), 309–328. 
De Jong, J. and De Hartog, D. (2010). Measuring Innovative Work Behaviour. Creativity and 
Innovation Management, 19(1), 23–36. 
De Vellis, R.F. (2003). Scale development: Theory and applications (second ed.). Thousand Oacks, 
CA: Sage Publications. 
De Vellis, R.F. (2017). Scale Development: Theory and Applications (Applied Social Research  
Methods) 3rd Edition. London, UK: Sage Publications. 
De Vos, A. and Soens, N. (2008). Protean attitude and career success: The mediating role of self-
management. Journal of Vocational Behavior, 73 (3), 449-456. 
De Vos, A., Forrier, A., Van der Heijden, B. and De Cuyper, N. (2017). Keep the expert! 
Occupational expertise, perceived employability and job search: a study across age groups. 
Career Development International, 22(3), 318-332. 
De Witte, H. (1992), Tussen optimisten en teruggetrokkenen (Between Optimism and Resignation), 





Decety J. and Jackson, P.L. (2004). The functional architecture of human empathy. Behavioral and 
Cognitive Neuroscience Reviews, 3, 71–100. 
DeRicco, J. N. and Sciarra, D. T. (2005). The immersion experience in multicultural counselor 
training: confronting covert racism. Journal of Multicultural Counseling and Development, 33, 
2–16. 
Diener, E., Emmons, R. A., Larsen, R. J. and Griffin, S. (1985). The satisfaction with life scale. 
Journal of Personality Assessment, 49, 71–75. 
Diener, E., Inglehart, R. and Tay, L. (2013). Theory and validity of life satisfaction scales. Social 
Indicators Research, 112, 497–527. 
Dineen, B.R., Lewicki, R.J. and Tomlinson, E.C. (2006). Supervisory guidance and behavioral 
integrity: Relationships with employee citizenships and deviant behavior. Journal of Applied 
Psychology, 91, 622–635. 
DiRenzo, M. S. and Greenhaus, J. H. (2011). Job search and voluntary turnover in a boundaryless 
world: A control theory perspective. Academy of Management Review, 36, 567–589. 
DiRenzo, M.S., Greenhaus, J.H. and Weer, C.H. (2015). Relationship between protean career 
orientation and work–life balance: A resource perspective. Journal of Organizational Behavior, 
36 (4), 538-560. 
Dominguez, K., Howell-De Pew, D. and Walters, P. (2007). Advancing the scene: Using improv as 
an organization intervention. OD Practitioner, 39 (3), 40-45. 
Duffy, R. D. and Dik, B. J. (2013). Research on calling: What have we learned and where are we 
going?. Journal of Vocational Behavior, 83, 428–436. 
Dwyer B. (2001). Successful training strategies for the twenty-first century: using recent research 
on learning to provide effective training strategies. International Journal of Educational 
Management, 15 (6), 312-318. 
Dyer, J.H., Gregersen, H.B. and Christensen, C. (2008). Entrepreneur behaviours, opportunity 
recognition, and the origins of innovative ventures. Strategic Entrepreneurship Journal, 2, 317 
– 338. 
Eby, L. T., Butts, M. and Lockwood, A. (2003). Predictors of success in the era of the boundaryless 
career. Journal of Organizational Behavior, 24, 689–708. 
Eccles, J. S. and Barber, B. L. (1999). Student council, volunteering, basketball, or marching band: 
What kinds of extracurricular involvement matters? Journal of Adolescent Research, 14, 10–
43. 
Eccles, J.S., Barber, B.L., Stone, M. and Hunt, J. (2003). Extracurricular activities and adolescent 
development. Journal of Social Issues, 59(4), 865-889. 
Eisner, E.W. (1998). Does experience in the arts boost academic achievement?, Arts Education 





Elfhang, K. and Morey, L.C. (2008). Personality traits and eating behavior in the obese: Poor self-
control in emotional and external eating but personality assets in restrained eating. Eating 
Behaviors, 9, 285-293. 
Emmerling, R.J. and Boyatzis, R.E. (2012). Emotional and social intelligence competencies: cross 
cultural implications. Cross Cultural Management, 19, 4-18. 
Emmerling, R.J. and Cherniss, C. (2003). Emotional intelligence and the career choice process. 
Journal of   Career Assessment, 11, 153-167. 
Emmons, R. A. (1995). Levels and domains of personality: An introduction. Journal of Personality, 
63, 341-364. 
Enache, M., Gonzales, I., Castillo, D. and Lordan, O. (2012). Protean and boundaryless career 
attitudes scale: Spanish translation and validation. Intangible Capital, 8(1), 1-16. 
European Commission. (2011). Communication on EU policies and volunteering: Recognizing and 
promoting cross-border voluntary activities in the EU. COM(2011) 568 final. Brussels: 
European Commission. Retrieved 27 March 2017 from 
http://ec.europa.eu/citizenship/pdf/doc1311_en.pdf. Accessed November 2018. 
European Commission. (2017). Annual Report 2016 Erasmus. Report. http://europa.eu. Accessed 
November 2018. 
Fay, D. and Frese, M. (2001). The concept of Personal Initiative: An overview of validity studies. 
Human performance, 14(1), 97-124. 
Fay, D., and Frese, M. (1998). The nature of personal initiative: Self-starting orientation and 
proactivity. Paper presented at the annual conference of the Society for Industrial and 
Organizational Psychology, Dallas, TX.  
Filzmoser, P., Maronna, R. and Werner, M. (2008). Outlier identification in high dimensions. 
Computational Statistics and Data Analysis, 52 (3), 1694-1711. 
Finch, D.J., Hamilton, L.H., Baldwin, R., and Zehner, M. (2013). An exploratory study of factors 
affecting undergraduate employability. Education + Training, 55(7), 681-704. 
Flanagan, J. C. (1954). The critical incident technique. Psychological Bulletin, 51 (4), 327-359. 
Fletcher, D. and Sakar, M. (2013). Psychological Resilience: A review and critique of definitions, 
concepts and theory. European Psychologist, 18, 12-23. 
Fornell, C. and Bookstein, F.L. (1982). Two structural equation models: LISREL and PLS applied 
to consumer exit–voice theory. Journal of Marketing Research, 19, 440-452. 
Fornell, C. and Larcker, D. F. (1981). Evaluating structural equation models with unobservable 





Forneris, T., Camiré, M. and Williamson, R. (2015). Extracurricular activity participation and the 
acquisition of developmental assets: differences between involved and noninvolved Canadian 
high school students. Applied Developmental Science, 19 (1), 47-55. 
Forrier, A. and Sels, L. (2003). The concept employability: a complex mosaic. International Journal 
of Human Resources Development and Management, 3(2), 102-124. 
Forrier, A., Sels, L. and Stynen, D. (2009). Career mobility at the intersection between agent and 
structure: A conceptual model. Journal of Occupational and Organizational Psychology, 82, 
739-759. 
Fosse, T. H., Buch, R., Säfvenbom, R., Martinussen, M. (2015). The impact of personality and self-
efficacy on academic and military performance: The mediating role of self-efficacy. Journal of 
Military Studies, 6(1), 47-65. 
Fox, K. R. (2000). Self-esteem, self-perceptions and exercise. International Journal of Sport 
Psychology, 31, 228-240. 
Fox, K.R. and Corbin, C.D. (1989). The Physical Self-Perception Profile: Development and 
preliminary validation. Journal of Sport and Exercise Psychology, 11, 408-430. 
Fredricks, J.A. and Eccles, J.S. (2006). Extracurricular involvement and adolescent adjustment: 
impact of duration, number of activities, and breadth of participation. Applied Developmental 
Science, 10(3), 132-146. 
Freeman, R.B. (1996). Working for nothing: the supply of volunteer labor. NBER Working Paper 
Series, n. 5435. 
Friborg, O., Barlaug, D., Martinussen, M., Rosenvinge, J.H. and Hjemdal, O. (2005). Resilience in 
relation to personality and intelligence. International Journal of Methods in Psychiatric 
Research, 14(1), 29–42. 
Fugate,M., Kinicki, A.J. and Ashforth, B.E. (2004). Employability: A psycho-social construct, its 
dimensions, and applications. Journal of Vocational Behavior, 65, 14–38. 
Furnham A, Crump J. and Whelan J. (1997). Validating the NEO personality inventory using 
assessor’s ratings. Personality and Individual Differences, 22, 669–75. 
Galinsky, A. D., Wang, C. and Ku, G. (2008). Perspective-takers behave more stereotypically. 
Journal of Personality and Social Psychology, 95, 404–419. 
Gannon, N., Ranzijn, R. (2005). Does emotional intelligence predict unique variance in life 
satisfaction beyond IQ and personality?.Personality and Individual Difference, 1353–1364. 
Gasteiger, R. M. (2007). Selbstverantwortliches Laufbahnmanagement—Das proteische 
Erfolgskonzept (1st edn). Göttingen: Hogrefe Verlag GmbH & Co. 
Gault J., Leach E. and Duey, M. (2010). Effects of business internships on job marketability: The 





Gentner, D. (1989). The mechanisms of analogical learning. In: Vosniadou, S., Ortony, A., ed., 
Similarity and Analogical Reasoning. Cambridge Univ. Press, Cambridge, 199 – 241. 
Gerder, K.E. and Segal, E.A. (2009). A Social Work Model of Empathy. Advances in Social Work, 
10(2), 114-127. 
Gerli, F., Bonesso, S. and Pizzi, C. (2015). Boundaryless career and career success: the impact of 
emotional and social competencies. Frontiers in Psychology, 6, 1-17. 
Gernot, G., Pelowski, M., Leder, H. (2018). Empathy, Einfühlung, and aesthetic experience: the 
effect of emotion contagion on appreciation of representational and abstract art using fEMG 
and SCR. Cognitive Process, 19, 147-165. 
Gil-Olarte Márquez, P., Palomera Martin R. and Brackett, M.A. (2006). Relating emotional 
intelligence to social competence and academic achievement in high school students. 
Psicothema, 18(supl.), 118-123. 
Goldenberg, I., Matheson, K. and Mantler, J. (2006). The assessment of emotional intelligence: a 
comparison of performance-based and self-report methodologies. Journal of Personality 
Assessment, 86 (1), 33-45. 
Goleman, D. (1998a). What makes a leader? Harvard Business Review, 77, 93-102. 
Goleman, D. (1998b). Working with emotional intelligence. New York, NY: Bantam. 
Goleman, D., Boyatzis, R. and McKee, A. (2002). Primal leadership: Realizing the power of 
emotional intelligence. Cambridge, MA: Harvard Business School Press. 
Gowda, D., Dubroff, R., Willieme, A., Swan-Sein, A. and Capello, C. (2018). Art as sanctuary: a 
four-year mixed-methods evaluation of a visual art course addressing uncertainty through 
reflection. Academic Medicine, 93(11), s8-s13. 
Graham-Leviss, K. (2012). A Targeted Hiring Methodology Can Hit the Bull’s-Eye in Recruiting 
Sales Professionals, Employment Relations Today, Winter, 9-17. 
Granrose, C.S. and Baccili, P.A. (2006). Do psychological contracts include boundaryless or protean 
careers?. Career Development International, 11 (2), 163-182. 
Graziano, W. G. and Eisenberg, N. (1997). Agreeableness; A dimension of personality. In: R. 
Hogan, S.Briggs, and J. Johnson, ed., Handbook of personality psychology. San Diego, CA: 
Academic, 795–824. 
Greenhaus, J. H., Parasuraman S. and Wormley, W. M. (1990). Effects of race on organizational 
experiences, job performance evaluations, and career outcomes. Academy of Management 
Journal, 33, 64–86. 
Greguras, G. J., Diefendorff, J. M. (2010). Why does proactive personality predict employee life 
satisfaction and work behaviors? A field investigation of the mediating role of the self‐





Groves, K.S. (2005). Gender differences in social and emotional skills and charismatic leadership. 
Journal of Leadership and Organizational Studies, 11 (3), 30-46. 
Gubler, M., Arnold, J. and Coombs, C. (2014). Reassessing the protean career concept: Empirical 
findings, conceptual components, and measurement.  Journal of Organizational Behavior, 
35(1), 23-40. 
Guerrero, L. and Rothstein, M.G. (2012). Antecedents of underemployment: Job search of skilled 
immigrants in Canada. Applied Psychology: An international Review, 61(2), 323-346. 
Guest, D.E., Isaksson, K. and De Witte, H. (2010). Employment Contracts, Psychological Contracts 
and Employee Well-Being. Oxford: Oxford University Press. 
Gupta, A., Bhushan, B. and Behera, L. (2018). Short-term enhancement of cognitive functions and 
music: A three-channel model. Scientific Reports, 8, 1-12. 
Gutierrez, B., Spencer, S., Zhu, G. (2012). Thinking globally, leading in Chinese, Indian and 
Western leadership. Journal of Cross-Cultural Management, 19(1), 67-89. 
Haenlein, M. and Kaplan, A.M. (2004). A beginner’s guide to partial least squares analysis. 
Understanding Statistics, 3 (4), 283-297. 
Hair, J. J., Black, W. C., Babin, B. J., Anderson, R. E. and Tatham, R. L. (2006). Multivariate data 
analysis. New Jersey: Upper Saddle River. 
Hair, J.F., Ringle, C.M. and Sarstedt, M. (2011). PLS–SEM: indeed a silver bullet. Journal of 
Marketing Theory and Practice, 19, 139-151. 
Hair, J.F., Ringle, C.M. and Sarstedt, M. (2011). PLS–SEM: indeed a silver bullet. Journal of 
Marketing Theory and Practice, 19, 139-151. 
Hair, J. F., Sarstedt, M., Pieper, T. M. and Ringle, C. M. (2012). The use of partial least squares 
structural equation modeling in strategic management research: A review of past practices and 
recommendations for future applications. Long Range Planning, 45(5), 320-340. 
Halder, S., Roy, A., and Chakraborty, P.K. (2010). The influence of personality traits on information 
seeking behavior of students. Malaysian Journal of Library & Information Science, 15(1), 41-
53. 
Hall, D. T. (1976). Careers in organizations. Glenview, IL: Scott, Foresman. 
Hall, D.T. (1996). Protean careers of the 21st Century. Academy of Management Executive, 10 (4), 
8-16. 
Hall, D. T. (2002). Careers in and out of organizations. Thousand Oaks, CA: Sage Publications. 






Hall, D.T. and Moss, J.E. (1998). The new protean career contract: Helping organizations and 
employees adapt. Organizational Dynamics, 26(3), 22-37. 
Hammedi, W., Van Riel, A.C. and Sasovova, Z. (2011). Antecedents and consequences of 
reflexivity in new product idea screening. Product Innovation Management, 28, 662-673. 
Harrod, N.R. and Scheer, S.D. (2005). An exploration of adolescent emotional intelligence in 
relation to demographic characteristics. Adolescence, 40, 503-512. 
Henderson, D., Olbrecht, A. and Polachek, S. (2006). Do former college athletes earn more at work? 
A nonparametric assessment, Journal of Human Resources, 41 (3), 558-577. 
Hensel, R., Meijers, F., van der Leeden, R. and Kessels, J. (2010). 360 degree feedback: how many 
raters are needed for reliable ratings on the capacity to develop competences, with personal 
qualities as developmental goals?. The International Journal of Human Resource Management, 
21(15), 2813-2830. 
Henseler, J., Dijkstra, T.K., Sarstedt, M., Ringle, C.M., Diamantopoulos, A., Straub, D.W., et al. 
(2014). Common Beliefs and Reality About PLS: Comments on Rönkkö and Evermann. 
Organizational Research Methods, 1-28. 
Hernandez, J.S. and Varkey, P. (2008). Vertical versus Lateral Thinking. Physician Executive, 26-
28. 
Herrmann, A., Hirschi, A. and Baruch, Y. (2015). The protean career orientation as predictor of 
career outcomes: Evaluation of incremental validity and mediation effects. Journal of 
Vocational Behavior, 88, 205-214. 
Heslin, P. A. (2003). Self- and other-referent criteria of career success. Journal of Career 
Assessment, 11, 262–286. 
Heyes, J. and lewis, P. (2014). Employment protection under fire: Labour market deregulation and 
employment in the European Union. Economic and Industrial Democracy, 35(4), 587-607. 
Hezlett, S.A. (2008). Using multisource feedback to develop leaders: applying theory and research 
to improve practice. Advances in Developing Human Resources, 10 (5), 703-720. 
Hille, A. and Schupp, J. (2014). How learning a musical instrument affects the development of 
skills. Economics of Education Review, 44, 56-82. 
Hinkin, T.R. (1995). A review of scale development practices in the study of organizations. Journal 
of Management, 21(5), 967-988. 
Hinkin, T.R. (1998). A brief tutorial on the development of measures for use in survey 
questionnaires. Organizational Research Methods, 1(1), 104-121. 
Hinkin, T.R. and Tracey, J.B. (1999). An analysis of variance approach to content validation. 





Hipolito-Delgado, C., Cook, J. M.,Avrus, E. and Bonham, E. J. (2011).Developing counseling 
students’ multicultural competency through the multicultural action project. Counselor 
Education & Supervision, 50, 402–421. 
Hirschi, A., Jaensch, V.K. and Herrmann, A. (2016). Protean career orientation, vocational identity, 
and self-efficacy: an empirical clarification of their relationship. European Journal of Work and 
Organizational Psychology, 26(2), 208-220. 
Hofstee, W.K.B. (1994). Who should own the definition of personality?. European Journal of 
Personality, 8(3), 149–162. 
Hofstetter, H. and Rosenblett, Z. (2017). Predicting protean and physical boundaryless career 
attitudes by work importance and work alternatives: regulatory focus mediation effects. The 
International Journal of Human Resource Management, 28 (15), 2136-2158. 
Hogan, R., Premuzic, T.C. and Kaiser, R.B. (2013). Employability and career success: bridging the 
gap between theory and reality. Industrial and organizational psychology, 6, 3-16. 
Holdsworth, C. and Quinn, J. (2010). Student volunteering in English higher education. Studies in 
Higher Education, 35 (1), 113-127 
Hoover, J.D., Giambatista, R.C., Sorenson, R.L. and Bommer, W.H. (2010). Assessing the 
Effectiveness of Whole Person Learning Pedagogy in Skill Acquisition. Academy of 
Management Learning and Education, 9 (2), 192-203. 
Hopkins, M.M. and Bilimoria, D. (2008). Social and emotional competencies predicting success for 
male and female executives. Journal of Management Development, 27(1), 13-35. 
Hopkins, M.M., O'Neil, D.A. and Stoller, J.K. (2015). Distinguishing competencies of effective 
physician leaders, Journal of Management Development, 34(5), 566-584. 
Howard, H. (1986). College experiences and managerial performance. Journal of Applied 
Psychology, 71, 530–552. 
Hozdic, S., Ripoll, P., Lira, E. and Zenasni, F. (2015). Can intervention in emotional competences 
increase employability prospects of unemployed adults?. Journal of Vocational Behavior, 28 
(3), 28-37. 
Hu, L. and Bentler, P.M. (2009). Cutoff criteria for fit indexes in covariance structure analysis: 
Conventional criteria versus new alternatives. Structural Equation Modeling: A 
Multidisciplinary Journal, 6(1), 1-55. 
Huffaker, J. S., Robertson, R., Hirsch, G. and Poynton, R. (2003). Improv culture: Using practices 
from improv theater to help organizations evolve successfully over time. OD Practitioner, 35 
(3), 30-34. 
Hung, K.T., Tangpong, C., Li, J. and Li, Y., (2012). Robustness of general risk propensity scale in 





Iacobucci, D., Saldanha, N. and Deng, X. (2007). A meditation on mediation: Evidence that 
structural equations models perform better than regressions. Journal of Consumer 
Psychology, 17(2), 140–154. 
Inkson, K. (2006). Protean and boundaryless careers as metaphors. Journal of Vocational 
Behavior, 69(1), 48–63. 
International Labour organization. (2017). Tendenze sull’occupazione giovanile in Italia. Report. 
https://www.ilo.org/rome/pubblicazioni/WCMS_600475/lang--it/index.htm. Accessed 
November 2018. 
Ishii, H., Gilbride, D. D. and Stensrud, R. (2009). Students’ internal reactions to a 1-week cultural 
immersion trip: a qualitative analysis of student journals. Journal of Multicultural Counseling 
and Development, 37, 15–27. 
ISTAT. (2014). Attività gratuite a beneficio degli altri. Report. 
http://www.istat.it/it/files/2014/07/Statistica_report_attivita_gratuite.pdf?title=Attivit%C3%A
0?gratuite?a?beneficio?di?altri?-?23% 2Flug%2F2014?-?Testo?integrale.pdf. Accessed 
November 2018. 
ISTAT. (2017). La Pratica Sportiva In Italia. Report. https://www.istat.it/it/archivio/204663. 
Accessed November 2018. 
Jackson, D. (2009). An international profile of industry-relevant competencies and skill gaps in 
modern graduates. International Journal of Management Education, 8 (3), 29-58. 
Jackson, D. and Wilton, N. (2016). Career choice status among undergraduates and the influence of 
career management competencies and perceived employability. Journal of Education and 
Work, 30(5), 552-569. 
Jacques, L.S. (2012). Borrowing From Professional Theatre Training to Build Essential Skills in 
Organization Development Consultants, The Journal of Applied Behavioral Science, 49 (2), 
246-262. 
Jaeger, A.J. (2003). Job competencies and the curriculum: An inquiry into Emotional Intelligence 
in graduate professional education. Research in Higher Education, 44(6), 615-639. 
Jahoda, G. (2005). Theodor Lipps and the shift from ‘‘sympathy’’ to ‘‘empathy’’. Journal of the 
History of Behavioral Sciences, 41(2), 151–163. 
Jarvis, C. B., Mackenzie, S. B. and Podsakoff, P. M. (2003). A critical review of construct indicators 
and measurement model misspecification in marketing and consumer research. Journal of 
Consumer Research, 30, 199–218. 
John, O. P. and Srivastava, S. (1999). The Big 5 trait taxonomy: History, measurement, and 
theoretical perspectives. In Pervin, L. A. and John, O. P. (Eds.), Handbook of personality: 
Theory and research (2nd ed.) (pp. 102-138). New York, NY: Guilford Press. 
Jones, E. (2013). Internationalization and employability: the role of intercultural experiences in the 





Kampa-Kokesh, S. and Anderson, M.Z. (2001). Executive Coaching A Comprehensive Review of 
the Literature. Consulting Psychology Journal: Practice and Research, 53(4), 205-228. 
Kanfer, R., Wanberg, C.R. and Kantrowitz, T.C. (2001). Job search and employment: A personality-
motivational analysis and meta-analytic review. Journal of Applied Psychology, 86, (5), 837-
855. 
Kaspi-Baruch, O. (2016). Motivational orientation as a mediator in the relationship between 
personality and protean and boundaryless careers. European Management Journal, 34 (2), 182-
192. 
Kavanagh, M.H. and Drennan, L. (2008). What skills and attributes does an accounting graduate 
need? Evidence from student perceptions and employer expectations. Accounting and finance, 
48(2), 279-300. 
Kline, R. B. (2010). Principles and practice of structural equation modeling, 3rd ed. New York, 
NY: Guilford Press. 
Kniffin, K.M., Wansink, B. and Shimizu, M. (2015). Sports at Work: Anticipated and Persistent 
Correlates of Participation in High School Athletics. Journal of Leadership and Organizational 
Studies, 22 (2), 217-230. 
Koen, J., Klehe, U.C., Van Vianen, A.E.M., Zikic, J. and Nauta, A. (2010). Job-search strategies 
and reemployment quality: The impact of career adaptability. Journal of Vocational Behavior, 
77 (1), 126-139. 
Kolb, D.A. (1984). Experiential learning: experience as the source of learning and development. 
Englewood Cliffs, NJ: Prentice Hall. 
Kolb, A.Y. and Kolb, D.A. (2005). Learning styles and learning spaces: enhancing experiential 
learning in higher education. Academy of Management Learning & Education, 4(2), 193-212. 
Koman, E.S. and Wolff, S.B. (2008). Emotional intelligence competencies in the team and team 
leader: A multi‐level examination of the impact of emotional intelligence on team performance. 
Journal of Management Development, 27(1), 55-75. 
Kong, F., Wang, X. and Zhao, J. (2014). Dispositional mindfulness and life satisfaction: The role 
of core self-evaluations. Personality and individual differences, 56, 165–169. 
Konradt, U., Gabers, Y., Böge, M., Erdogan, B. and Bauer, T.N. (2017). Antecedents and 
consequences of fairness perceptions in personnel selection: a 3-year longitudinal study. Group 
and Organization Management, 42(1), 113–146. 
Kremer, J. and McGuinness, C. (1998). Cutting the cord: Student-led discussion groups in higher 
education. Education + Training, 40 (2/3), 44-51. 
Kulkarni, N. and Chachadi, A.H. (2014). Skills for employability: employer’s perspective. SCMS 





Lampert, S.I. and Rosenberg, L.J. (1975). Word of mouth activity as information search: A 
reappraisal. Journal of the Academy of Marketing Science, 3(4), 337-354. 
Landau, J. and Meirovich, G. (2011). Development of students’ emotional intelligence: participative 
classroom environments in higher education. Academy of Educational Leadership Journal, 15 
(3), 89-104. 
Lane, J. and Lane, A. M. (2001). Self-efficacy and academic performance. Social Behavior and 
Personality, 29, 687-694.  
Lane, J., Lane, A. M., and Kyprianou, A. (2004). Self-efficacy, self-esteem and their impact on 
academic performance. Social Behavior and Personality, 32(3), 247-256. 
Lanzoni, S. (2009). Practicing psychology in the art gallery: Vernon Lee’s aesthetics of empathy. 
Journal of the History of Behavioral Sciences, 45(4), 330–354. 
Law, K. S., Wong, C., and Mobley, W. H. (1998). Toward a taxonomy of multidimensional 
constructs. Academy of Management Review, 23, 741–755. 
Lazarova, M. and Taylor, S. (2009). Boundaryless careers, social capital, and knowledge 
management: implications for organizational performance. Journal of Organizational 
Behavior, 30 (1), 119-139. 
Lesavre, L. (2012). Are theatre and business links relevant? A conceptual paper and a case study. 
Journal of Management Development, 31 (3), 243-252. 
Lewis, D. (2001).The Management of Non-Governmental Development Organizations. London, 
UK: Routlege. 
Lin, Y. (2015). Are you a protean talent? The influence of protean career attitude, learning-goal 
orientation and perceived internal and external employability. Career Development 
International, 20 (7), 753-772. 
Lindner, J. R., Murphy, T. H. and Briers, G. E. (2001). Handling nonresponse in social science 
research. Journal of Agricultural Education, 42(4), 43-53. 
Locander, W.B. and Hermann, P.W. (1979). The effect of self-confidence and anxiety on 
information seeking in consumer risk reduction. Journal of Marketing Research, 16(2), 268-
274. 
London, R. and Beatty, R.W. (1993). 360-degree feedback as a competitive advantage. Human 
Resource Management, 32(2 & 3), 353-372. 
London, M., Smither, J. W. and Adsit, D. L. (1998). Accountability: the Achilles’ heel of 
multisource feedback. Group and Organization Management, 22, 162–184. 
Lounsbury, J.W., Loveland, J.M., Sundstrom, E.D., Gibson, L.W., Drost, A. W. and Hamrick, F.L. 
(2003). An investigation of personality traits in relation to career satisfaction. Journal of Career 





Luszczynska, A., Gutiérrez-Doña, B., Schwarzer, R. (2005), General self-efficacy in various 
domains of human functioning: Evidence from five countries. International Journal of 
Psychology, 40, 80–89. 
Luthans, F. and Peterson, S.J. (2003). 360-degree feedback with systematic coaching: empirical 
analysis suggests a winning combination. Human Resource Management, 42(3), 243-256. 
Lysova, E.I., Jansen, P.G.W., Khapova, S.N., Plomp, J., and M. Tims. (2018). Examining calling as 
a double-edged sword for employability. Journal of Vocational Behavior, 104, 261–272. 
Mackenzie, S. B., Podsakoff, P. M. and Fetter, R. (1991). Organizational citizenship behavior and 
objective productivity as determinants of managerial evaluations of salespersons’ performance. 
Organizational Behavior and Human Decision Processes, 50, 123-150. 
Magne, C., Schön, D. and Besson, M. (2006). Musician children detect pitch violations in both 
music and language better than nonmusician children: Behavioural and electrophysiological 
approaches. Journal of Cognitive Neuroscience, 18, 199–211. 
Mahon, E. G., Taylor, S. N. and Boyatzis, R. E. (2014). Antecedents of organizational engagement: 
Exploring vision, mood and perceived organizational support with emotional intelligence as a 
moderator. Frontiers in Psychology, 5, 129–139. 
Mahoney, J. L., Schweder, A. E. and Stattin, H. (2002). Structured after-school activities as a 
moderator of depressed mood for adolescents with detached relations to their parents. Journal 
of Community Psychology, 30, 69–86. 
Mak, W. W., Ng, I. S., Wong, C. C. (2011). Resilience: enhancing well-being through the positive 
cognitive triad. Journal of counseling psychology, 58(4), 610. 
Malina, R., Bouchard, C. and Bar-Or, O. (2004). Growth, maturation and physical activity (2nd 
ed.). Champaign, IL: Human Kinetics. 
Mandel, B. and Pherwani, S. (2003). Relationship between emotional intelligence and 
transformational leadership style: a gender comparison. Journal of Business and Psychology, 
17 (3), 387-404. 
Manganelli Rattazzi, A.M., Canova, L. and Marcorin, R. (2000). La Desiderabilità Sociale. 
Un'analisi di forme brevi della scala di Marlowe e Crowne. TPM, 7(2), 5-17. 
Marks, R. B. (1988). Personal selling: An interactive approach (3rd ed.). Boston, MS: Allyn and 
Bacon. 
Martin, A. (2002). Motivation and academic resilience: Developing a model for student 
enhancement. Australian Journal of Education, 46(1), 34-49. 
Mau, W.C. and Kopischke, A. (2001). Job search methods, job search outcomes, and job satisfaction 






Mayer, J. D. and Salovey, P. (1997). What is emotional intelligence? In Salovey, P. and Sluyter, D. 
(Eds.), Emotional development and emotional intelligence: Implications for educators (pp. 3–
31). New York, NY: Basic Books. 
Mayer, R., Davis, J. and Schoorman, D. (1995). An integrative model of organizational trust. 
Academy of Management Review, 20, 709–734. 
Maynard, M.L. (2003). Emotional intelligence and perceived employability for internship 
curriculum. Psychological Reports, 93, 791-792. 
McArdle, S., Waters, L., Briscoe, J. and Hall, D. T. (2007). Employability during unemployment: 
Adaptability, career identity and human and social capital.  Journal of Vocational Behavior, 
71(2), 247-264. 
McClelland, D.C. (1973). Testing for competency rather than intelligence. American Psychologist, 
28 (1), 1-40. 
McClelland, D.C. (1998). Identifying competencies with behavioural-event interviews. 
Psychological Science, 9(5), 331 – 339. 
McCrae, R. R. and Costa, P. T. (1997). Personality trait structure as a human universal. American 
Psychologist, 52, 509-516. 
McCrae, R.R. and Costa, P.T. (1987). Validation of the five-factor model of personality across 
instruments and observers. Journal of Personality and Social Psychology, 52(1), 81-90. 
McDonald, P., Brown, K. and Bradley, L. (2005). Have traditional career paths given way to protean 
ones?: Evidence from senior managers in the Australian public sector. Career Development 
International, 10 (2), 109-129. 
McEnrue, M.P., Groves, K.S. and Shen, W. (2009). Emotional intelligence development: leveraging 
individual characteristics. Journal of Management Development, 28 (2), 150-174. 
McKinsey and Company, (2012). The state of human capital 2012: false summit – why the human 
capital function still has far to go. Research Report No. R-1501-12-RR, New York, NY. 
Mehroof, M and Griffiths, M.D. (2010). Online gaming addiction: The role of sensation seeking, 
self-control, neuroticism, aggression, state anxiety, and trait anxiety. Cyberpsychology, 
Behavior, and Social Networking, 13(3), 313-316. 
Meier, S. and Stutzer, A. (2008). Is Volunteering Rewarding in Itself?. Economica New Series, 75 
(297), 39-59. 
Messarra, L.C., Karkoulian, S. and El-Kassar, A. (2016). Conflict resolution styles and personality. 
International Journal of Productivity and Performance Management, 65(6), 792 – 810. 
Messmann, G. and Mudler, M.H. (2012). Development of a measurement instrument for innovative 
work behaviour as a dynamic and context-bound construct. Human Resource Development 





Messum, D.G., Wilkes, L.M., Jackson, D. and Peters, K. 2016. Employability skills in health 
services management: Perceptions of recent graduates. Asia Pacific Journal of Health 
Management, 1(1), 25-32. 
Mikulic, I.M, Crespi, M. and Radusky, M.P. (2015). Designing and validation of Adult 
Socioemotional Competences Inventory (SECI). Interdisciplinaria, 32(2), 307-330. 
Miller, L. E. and Smith, K. L. (1983). Handling nonresponse issues. Journal of Extension, pp. 45-
50.  
Miller, S.P. (2014). Next-generation leadership development in family businesses: the critical roles 
of shared vision and family climate. Frontiers in Psychology, 5, 1335. 
Middleton, M.J. and Midgley, C. (1997). Avoiding the demonstration oflack of ability: An 
unexplored aspect of goal theory. Journal of Educational Psychology, 89, 710-718. 
Mitchell, G.W., Skinner, L.B., and White, B.J. (2010). Essential soft skills for success in the twenty-
first century workforce as perceived by business educators. The Delta Pi Epsilon Journal, 52(1), 
43-53. 
MIUR, 2017. Retrieved November 14, 2017, from MIUR official website 
http://ustat.miur.it/dati/didattica/italia/atenei.  
Monga, M. (2016). Integrity and its antecedent: A unified conceptual framework of integrity. The 
Journal of Developing Areas, 50(5), 415-421. 
Montoya-Weiss, M.M., Massey, A.P. and Song, M. (2001). Getting It Together: Temporal 
Coordination and Conflict Management in Global Virtual Teams. Academy of Management 
Journal, 44(6), 1251-1262. 
Moore, D.T. (2013). Engaged Learning in the Academy: Challenges and Possibilities. New York, 
NY: Palgrave Macmillan. 
Moreno-Murcia, J.A., Hellin, P., Gonzalez-Cutre, D. and Martinez-Galindo, C. (2011). Body 
attractiveness on physical activity and other healthy lifestyle habits in adolescent. The Spanish 
Journal of Psychology, 14 (1), 282-292. 
Morris, M.H., Webb, J.W. and Franklin, R. (2011). Understanding the manifestation of 
entrepreneurial orientation in the nonprofit context. Entrepreneurship Theory and Practice, 
35(5), 947-971. 
Mount, M. K. and Scullen, S. E. (2001). Multisource feedback ratings: What do they really measure? 
In M. London (Ed.), How people evaluate others in organizations (pp. 155-176). Mahwah, NJ: 
Lawrence Erlbaum. 
Mowday, R.T., Porter, L.W. and Steers, R.M. (1982). Employee-Organisation Linkages: The 





Murensky, C. L. (2000). The relationships between emotional intelligence, personality, critical 
thinking ability and organizational leadership performance at upper levels of management. 
Unpublished Dissertation. George Mason University. 
Murphy, W.M., and Kram, K.E. (2010). Understanding non‐work relationships in developmental 
networks. Career Development International, 15(7), 637-663. 
Mussel, P. (2013). Introducing the construct curiosity for predicting job performance. Journal of 
Organizational Behavior, 34(4), 453-472. 
Nair, K. (2011). Implementing theatre in management education: a roadmap for the soft skills 
trainer. The IUP Journal of Soft Skills, 5 (2), 39-50.  
Narver, J.C. and Slater, S.F. (1990). The effect of a market orientation on business profitability. 
Journal of Marketing, 54(4), 20-35. 
Ng, K., Van Dyne, L. and Ang, S. (2009). From experience to experiential learning: cultural 
intelligence as a learning capability for global leader development. Academy of Management 
Learning and Education, 8 (4), 511-526. 
Niles, S. G., Herr, E. L. and Hartung, P. J. (2002). Adult career development in contemporary 
society. In: S. G. Niles, ed., Adult career development: Concepts, issues and practices 
Columbus, OH: National Career Development Association, 3–20. 
Nussbaum, P. (1995). Poetic justice literary imagination and public life. Boston, MA: Beacon Press. 
O’Bannon, M.R., Goldinger, L.A. and Appleby, G.S. (1989). Honesty and Integrity Testing: A 
Practical Guide. Atlanta, GA: Applied Information Resources. 
O’Relley, C.A., Chatman, J., and Caldwell, D.F. (1991). People and organizational culture: a profile 
comparison approach to assessing person-organization fit. The Academy of Management 
Journal, 34(3), 487-516. 
Organ, D. W. and Lingl, A. (1995). Personality, satisfaction, and organizational citizenship 
behaviour. Journal of Social Psychology, 153(3), 339–350. 
Padilla-Angulo, L. (2017). Student associations and entrepreneurial intentions. Studies in Higher 
Education, 1-14. 
Padilla-Meléndez, A., Fernández-Gámez, M. A. and Molina-Gómez, J. (2014). Feeling the risks: 
effects of the development of emotional competences with outdoor training on the 
entrepreneurial intent of university students. International Entrepreneurship and Management 
Journal, 10, 861-884. 
Paladino, A. (2009). Squeeze that intellectual juice! Encouraging interactions in the lecture theater 
to enhance skill development and student performance. Marketing Education Review, 19 (1), 
81-88. 
Palanski, M. E. and Yammarino, F. J. (2007). Integrity and leadership: Clearing the conceptual 





Palmer, B. and Stough, C. (2001). Workplace SUEIT: Swinburne University Emotional Intelligence 
Test – Technical Manual. Organisational Psychology Research Unit, Swinburne University, 
Hawthorn. 
Park, H.M. (2008). Hypothesis Testing and Statistical Power of a Test. Working Paper. The 
University Information Technology Services (UITS) Center for Statistical and Mathematical 
Computing, Indiana University. 
Parker, J.D.A., Creque, R.E., Barnhart, D.L., Harris, J.A., et al. (2004). Academic achievement in 
high school: does emotional intelligence matter?. Personality and Individual Differences, 37, 
1321–1330. 
Paton, V.O. (2014). [Review of the book Engaged Learning in the Academy: Challenges and 
Possibilities, by D. Thornton Moore] The Review of Higher Education, 37 (3), 424-427.  
Peachey, J.W., Zhou, Y., Damon, Z.J. and Burton, L.J. (2015). Forty years of leadership research in 
sport management: a review, synthesis, and conceptual framework. Journal of Sport 
Management, 29, 570 -587 
Peck, J. and Theodore, N. (2000). Beyond employability. Cambridge Journal of Economics, 24(6), 
729-749. 
Pérez-Escoda, N., Bisquerra, R., Filella, G. and Sol de vila, A. (2010). Construcción del 
Cuestionario de Desarrollo Emocional de Adultos (QDEA) [Building of the Emotional 
Development Questionnaire for Adults (EDQ-A)]. Revista Española de Orientación y 
Psicopedagogía, 21(2), 367-379. 
Pervin, L. A. (1994). A critical analysis of current trait theory. Psychological Inquiry, 5, 103-113. 
Peterson, D. (2004). Perceived leader integrity and ethical intentions of subordinates. Leadership & 
Organization Development Journal 25, 7–23. 
Peterson, C. and Villanova, P. (1988). An expanded Attributional Style Questionnaire. Journal of 
Abnormal Psychology, 97(1), 87-89. 
Podsakoff, P.M., MacKenzie, S.M., Lee, J. and Podsakoff, N.P. (2003). Common method variance 
in behavioral research: A critical review of the literature and recommended remedies. Journal 
of Applied Psychology 88, 879-903. 
Poon, J. M. L. (2004). Career commitment and career success: Moderating role of emotion 
perception. Career Development International 9, 374–390. 
Puccio G.J., Mance, M. and Murdock, M.C. (2011). Creative Leadership: Skills that drive change. 
New York, NY: Sage. 
Quereshi, I. and Compeau, D. (2009). Assessing between-group differences in information systems 






Quinn, J. F. (2015). The effect of vision and compassion upon role factors in physician leadership. 
Frontiers in Psychology, 6, 442. 
Radcliffe, D. J. and Coletta, N. J. (1998). Non-Formal Education. In T. Husen and T.N. 
Postlethwaite (Eds.), The International Encyclopedia of Education, (5, pp. 3536-3540). Oxford, 
UK: Pergamon Press. 
Ramli, A., Nawawia, R., Chuna, M.P.P. (2010). Employees’ perception of employability skills 
needed in todays workforce among physiotherapy graduates. Procedia Social and Behavioral 
Sciences, 7(C), 455–463. 
Rastgar, A. A., Ebrahimi, E. and Hessan, M. (2014). The Effects of Personality on Protean and 
Boundaryless Career Attitudes. International Journal of Business Management and Economics, 
1(1), 1-5. 
Rauscher, F. H. (1999). Prelude or requiem for the ‘Mozart effect’?. Nature, 400, 827–828. 
Rauscher, F. H. (2002). Mozart and the mind: Factual and fictional effects of musical enrichment. 
In J. Aronson (Ed.), Improving academic achievement: Impact of psychological factors on 
education (pp. 267-278). San Diego: Academic Press. 
Rauscher, F. H., Shaw, G. L. and Ky, K. N. (1995). Listening to Mozart enhances spatial-temporal 
reasoning: towards a neuro- physiological basis. Neuroscience Letters, 185, 44-47. 
Reed, E. L. (2001). Tending the generous heart: Mandatory pro bono and moral development. The 
Georgetown Journal of Legal Ethics, 14 (2), 459-509. 
Reinartz, W., Haenlein, M. and Henseler, J. (2009). An empirical comparison of the efficacy of 
covariance–based and variance–based SEM. International Journal of Research in Marketing, 
26, 332-344. 
Reitman, S. and Schneer, J.A. (2008). Enabling the new careers of the 21st century. Organization 
Management Journal, 5 (1), 17-28. 
Rigg, C. (2008). Action learning for organizational and systemic development: Towards a ‘both–
and’ understanding of ‘I’ and ‘we’. Action Learning: Research and Practice, 5 (2), 105-116. 
Robles, M. M. (2012). Executive perceptions of the top 10 soft skills needed in today’s workplace. 
Business Communication Quarterly, 75(4), 453-465. 
Rodrigues, N., Rebelo, T. (2013). Incremental validity of proactive personality over the Big Five 
for predicting job performance of software engineers in an innovative context. Revista de 
Psicología del Trabajo y de las Organizaciones, 29(1), 21-27. 
Rosete, D. and Ciarrochi, J. (2005). Emotional intelligence and its relationship to workplace per- 
formance outcomes of leadership effectiveness. Leadership & Organization Development 
Journal, 26, 388-400. 
Rothwell, A. and Arnold, J. (2007). Self-perceived employability: development and validation of a 





Rothwell, A., Herbert, I. and Rothwell, F. (2008). Self-perceived employability: Construction and 
initial validation of a scale for university students. Journal of Vocational Behaviour, 73, 1-12. 
Rothwell, A., Jewell, S. and Hardie, M. (2009). Self-perceived employability: Investigating the 
responses of post-graduate students. Journal of Vocational Behavior, 75, 152–161. 
Roulin, N. and Bangerter, A. (2013). Extracurricular activities in young applicants’ résumés: What 
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